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From the Editor's Desk ... 
It would be a backward and irresponsible institution , 
in our opinion, who fails to recognize the importance 
of adult education in the current educational system of 
the United States, for even the most generai review of 
the literature clearly indicates the tremendous poten-
tial for individual growth and development that the 
" field" provides. 
Most adults learn things everyday; they gain new in-
formation and they alter their behaviors. The problem 
with this kind of learning, however, is that adults , act-
ing independently in the mainstream, do not know how 
to internalize and formalize the learning process; they 
tend to be unaware of their learning capabilities and 
this often produces obstacles that prevent accomplish-
ment of their personal goals. 
Universities have tended to complicate the problems 
for adult learners by institutionalizing adult education 
before the needs of the learner are properly identified . 
Because of their own systematic constraints, univer-
sities interpret their missions in terms of programs, 
credits, and degrees. This confronts adult learners with 
an apparent expectation and inflexibility beyond the 
scope of their personal goals. "Educating adults" and 
" adult education" are not necessarily the same thing , 
and educational institutions must broaden and solidify 
their philosophical base in th is regard in order to fulfill 
their role in lifelong learning, educating the adult, and 
meeting the needs of that special segment of the 
population . 
We believe adult and continuing education will be in-
creasingly important to Eastern Illinois University. 
Demographic data clearly indicate a decline in tradi-
tional-age college students in Illinois and in the mid-
west for several years in the future. This will make it 
possible for the institution to better meet the contin-
uing education needs of adults. 
Institutionally, Eastern offers several solid programs 
and degrees which provide the flexibility and freedom 
in programming that are necessary for the adult learn-
er - an adult education minor for those students who 
wish to broaden their competencies and begin special-
izing in the field ; a field-based bachelor's degree with 
an occupational education major in career occupations; 
the BOG-BA degree, a system-wide program which 
emphasizes academic integrity coupled with the nec-
essary individualization to offer viable alternatives to 
degree completion for the working adult learner; an ex-
tensive Continuing Education program which develops 
and coordinates the offering of programs and courses 
for specialized groups, adult learners, and the com-
munity at large. 
Early in 1985, a decision was made to involve the 
Colleges of Eastern Ill inois University in a project de-
signed by the Commission on Higher Education and 
the Adult Learner. In keeping with the University's re-
newed commitment to adult and continuing education, 
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the availability of the Commission's newly developed 
self-study instrument was opportune. The Postsecon-
dary Education Institutions and the Adult Learner: A 
Self-Study Assessment and Planning Guide was of-
fered to the University. 
In the late Spring and early Summer, six College 
committees and two additional campus committees 
were given copies of the assessment instrument. 
The Self-Study Assessment and Planning Guide was 
produced by the Commission on Higher Education and 
the Adult Learner under the joint sponsorship of the 
American Council on Education, Council for the Ad-
vancement of Experiential Learning, the National Uni-
versity Continuing Education Association, and the Uni-
versity of Maryland University College as a means of 
assessing the current status of adult learners at col-
leges and universities that are interested in planning for 
a future that increases the importance of adult learn-
ers in overall University considerations. The self-study 
instrument elicits campus perceptions of the adult 
learner, perceptions that vary widely and that on some 
topics would be contradicted or disproved by a more 
intensive examination of actual policy and practice or 
lack therof. What the self-study assessment does pro-
vide is a sense of where the Colleges and two special 
groups of persons with relevant work responsibilities 
believe that Eastern is now placed in relation to the 
adult learner. 
The final report which presents the results of the sur-
vey and a companion "Plan of Action for the Adult 
Learner" which was stimulated by the study empha-
size definitions and demographics of the " adult learn-
er" in addition to recommendations regarding admis-
sion , advisement, curriculum, and staff development 
with regard to policy and practice in adult education. 
This product, the final report, is an excellent blueprint 
for the future of adult education on Eastern 's campus. 
An excellent example of a coordinated program 
which offers flexibility, variety, individuality, and alter-
natives that are both desirable and necessary to the 
adult learner is Eastern's Summer School. 
Many special summer programs - such as the Dis-
tinguished Visiting Faculty workshops and public lec-
tures , special theme workshops, and special courses 
and workshops in general - are designed to meet spe-
cific needs for teachers, professionals, and non-
traditional students in the community. Not only have 
a number of workshops provided opportunities for pub-
lic school and community teachers to update know-
ledge and skills, but many courses and workshops have 
provided educational opportunities for the business 
community. In particular, in recent years, a number of 
workshops have been provided in beginning, interme-
diate, and advanced micro-computing. Eastern's eve-
ning college with both graduate and undergraduate of-
ferings is designed in part to meet the needs of adults 
in business and industry in the region. 
Each summer Eastern also offers a number of non-
credit programs for special groups of students. These 
programs include the ELDERHOSTEL program for old-
er adults. ELDERHOSTEL, the national program de-
signed to bring older adults to campus for residential , 
educational experiences, has been held on Eastern's 
campus for the past five summers and has brought to 
the campus older adults from virtually every state in the 
union . 
This summer, as in past summers, public lectures/ 
performances by the Distinguished Visiting Professors 
have been presented. Dr. Dominic Murray, the Irish pro-
fessor whose book on segregated schools in Ireland 
is reviewed elsewhere in this issue, was one of these 
1986 distinguished lecturers. The eighth summer lec-
ture program provides students, faculty, and members 
of the community with opportunities for cultural enrich-
ment. 
Fifteen one-semester-hour/one-week or weekend 
workshops are offered dealing with various perspec-
tives on the summer theme of global interdependence 
- global dimensions of resources, climate and the 
economy; global interdependence: communication and 
education; international business issues: competition 
andinterdependence; and global perspectives on tra-
dition and social, cultural change. In addition several 
special courses and many workshops offer continuing 
students, adult learners, professionals, and teachers 
many opportunities to update their knowledge and 
skills. Many of these courses and workshops as well 
as regular Summer School offerings address other as-
pects of the summer theme. 
Summer 1986 continues an evening college with 
seventeen offerings, graduate and undergraduate, de-
signed to meet the needs of various groups (adults in 
business and industry from the community, Civil Ser-
vice workers and other employees on campus, non-
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Eastern students in the area) who work during the day. 
Eastern continues the Guest Student policy in the 
summer. The policy allows non-degree students who 
wish to enroll in Summer School to do so without sub-
mitting official transcripts for admission. The policy is 
designed for undergraduate and graduate students 
who have not previously attended Eastern and do not 
intend to pursue a degree at Eastern . 
Once again in Summer 1986 mail-in registration for 
workshops only was available. The program enabled 
students, upon admission or readmission to the uni-
versity, to request registration materials so that they 
could register for workshops by mail. 
In keeping with the spirit of continuing, vital interest 
in adult education, we are pleased to present this "spe-
cial topics" issue on the subject, guest edited in ex-
cellent fashion by Dr. Theodore Kowalski, Dean of the 
Teachers College at Ball State University. Dr. Kowal-
ski has assembled a very good team of scholar-edu-
cators with expertise in the policy and practice of adult 
education. They review many pertinent facts, raise 
some interesting questions, and make recommenda-
tions regarding the current well-being and future de-
velopment of education for the adult learner. 
As a capstone to the articles assembled by the guest 
editor, we have included a description of an award win-
ning adult education program headed by Dr. Jack Pfeif-
fer in Springfield, Illinois. It is interesting to note how 
the characteristics of the Lawrence Adult Education 
Center seem to be a compilation of the issues dis-
cussed, and recommendations made, by the other au-
thors, creating a neat illustration of the theory into prac-
tice concept. 
Our thanks to all the contributors, and particularly, 
to Guest Editor Ted Kowalski. 
RML 
Basic Issues in Adult Education 
This theme issue focuses on one of the fastest grow-
ing human services in the United States. Adult edu-
cation is experiencing rapid expansion in a variety of 
environmental and organizational settings. Because it 
is so diverse in mission , structure, and methodology, 
adult education remains a relatively unascertained 
segment of professional education. 
Five articles focusing upon cogent issues in adult ed-
ucation are presented in relation to the theme. The first 
addresses the basic question of developing a national 
perspective for serving adults. In this article, Profes-
sor Sharan Merriam of the University of Georgia pro-
poses a multilevel response to erect a unified, coher-
ent sense of purpose for adult education in America. 
She argues that forceful statements are needed at the 
local , state, and federal levels to establish adult ed-
ucation as the liberator that it truly is. 
The most obvious issue facing the present and fu-
ture of adult education in this country is adequate fi-
nancing. This concern has been illuminated as human 
services continue to expand within an economic set-
ting in which the public exhibits reluctance to increase 
funding to public institutions. Professor Alan Knox of 
the University of Wisconsin , who currently is President 
of the American Association for Adult and Continuing 
Education, addresses this topic in the second article. 
Professor Knox offers alternatives and strategies for 
the practitioner to build adequate funding sources. 
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Who should prepare adult educators? This question 
is the focus of the third article, written by Professor Mi-
chael Galbraith of the University of Missouri and Pro-
fessor Peter Murk of Ball State University. These au-
thors contend that the preparation of adult educators 
ought to be the exclusive domain of colleges and 
schools of education. This topic has generated contro-
versy on campuses as other academic units such as 
business, communication , and psychology attempt to 
prepare students to be practitioners of adult education . 
The final two articles project the future of adult ed-
ucation with respect to formal educational institutions 
in our society. In the first of these, entitled "Adult Ed-
ucation: The Role of Public School Districts," I discuss 
the role of pre-collegiate public schools in adult edu-
cation markets. Local school districts reject offering ex-
tensive educational opportunities for adults without 
considering the potential benefits and pitfalls of ven-
turing into such programs. The other article pertaining 
to educational institutions concentrates on higher ed-
ucation. Authored by Professors John Fallon and 
James Danglade of Ball State University, it looks at the 
potential for expanded adult enrollments in higher ed-
ucation and the modifications necessary to allow this 
expansion to occur. 
In large measure, American society is abandoning the 
notion that education is solely a preadult requisite. Ad-
ditionally, alterations are constantly occurring in life-
span, recreational time, work requirements, and the 
application of science to our everyday life. These el-
ements collectively are largely responsible for adult ed-
ucation assuming greater prominence. Our ability as 
educational theorists and practitioners to cope with the 
expansive nature of adult education is substantially de-
pendent upon the issues examined in this publication. 
Recently, I published an article in the Journal of 
Teacher Education investigating the differences with 
regard to preparing teachers for adults and preadults. 
This investigation reflects the attention now being 
granted by colleges and schools of education relative 
to preparing teachers and administrators for adult ed-
ucation. It is important that educators in other settings, 
particularly in the public school systems of this nation, 
adjoin their colleagues in higher education to clarify the 
problems and opportunities presented by the prolifi-
cacy of continuing education. 
My thanks to the distinguished contributing authors 
and to the Eastern Education Journal for making this 
issue possible. 
Theodore J. Kowalski 
Developing a National Perspective 
for Adult Education 
Sharan B. Merriam 
Sharan B. Merriam is Professor 
of Adult Continuing Education at 
The University of Georgia, Athens, 
Georgia. She has authored sever-
al books including Philosophical 
Foundations of Adult Education 
with John Elias, Adult Education: 
Foundations of Practice with Gor-
don Darkenwald, and Themes of 
Adulthood Through Literature. Her 
research interests are in adult 
learning and development, educa-
tional gerontology, and founda-
tions of adult education. 
One of adult education's distinguishing characteris-
tics is its lack of unified, coherent sense of purpose. 
Some feel the field suffers without a common vision be-
cause consequently there is no national policy to guide 
practice. Others find that by being decentralized and 
diversified, adult education is more responsive to its 
clientele than any other level of education. The situ-
ation need not be a case of either-or, however. A na-
tional perspective for adult education can be developed 
that preserves the spontaneity and entrepreneurial na-
ture of the field . Indeed, if adult education is to achieve 
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its full potential , some sort of shared sense of what we 
are about needs to be better articulated and imple-
mented. 
Do We Have a National Perspective? 
The answer to this question is both yes and no. There 
is no national policy, coordination , or direction for the 
education of all adults in the United States. Adult ed-
ucation can in fact be defined by its diversity and dif-
fuseness in terms of its clientele, its goals, its programs, 
and its delivery systems. By law, responsibility for ed-
ucation is left to the 50 states. Federal response has 
been limited to special populations or special needs 
and funding for the education of adults is more often 
than not within a non-educational budget. A list of all 
federally supported programs compiled in the late 
1970's found , for example, that approximately 360 ac-
tivities were authorized through 70 different Congres-
sional committees and that 3 out of 4 of those activ-
ities fell outside of educational agencies (Loring, 
1978, p. 25). 
If, on the other hand, one looks at funding patterns, 
federal legislation, and programmatic thrusts, a nation-
al perspective of sorts can be discerned . This national 
perspective has changed along with the changes in our 
nation's social, cultural, and economic structure. In 
Colonial times adult education had a primarily religious 
orientation. Literacy was needed to read the Bible. The 
mid-eighteenth century witnessed a shift in perspec-
tive from religion to politics wherein the development 
of an informed citizenry was deemed crucial to the suc-
cess of a new democracy. Between the Civil War and 
World War I adult education became a vehicle for ad-
justing to industrialization and aculturating immigrants 
to American ideals. 
The so-called modern era of adult education dates 
from the close of World War I to the present. Schroed-
er (1979) has delineated four periods of perspectives 
characteristic of the modern era. From 1919-1929 was 
a time of idealism and optimism during which adult ed-
ucation was seen as the way to a good life, as the in-
strument of social reform and progress. The Great De-
pression of '29 brought in a period of disillusionment 
and realism as adult educators called "for an educa-
tional rather than social reform rationale for the field " 
(p. 4). During the period of institutionalization, 1947-
1964, there were numerous efforts to conceptualize and 
define the field accompanied by a growing number of 
professional institutions and agencies. It was in this pe-
riod that the Federal Government and private founda-
tions passed legislation and invested large sums of 
money for programs and research in adult education . 
From 1964, the year in which the Federal Government 
launched its War on Poverty with the Economic Op-
portunity Act, to the present, adult education's "nation-
al perspective" has been one of social relevance and 
outreach . 
This social relevance theme of the past twenty years 
has been almost exclusively conveyed through pro-
grams emphasizing remediation or vocational training . 
From the Adult Education Act of 1966 to the present 
administration's "literacy initiative," the Federal Gov-
ernment has seen adult basic education as a national 
priority. Similarly, several Federal Acts of the 1960's 
(Manpower Development and Training Act, Vocation-
al Education Act, Economic Opportunity Act) to the re-
cent Job Training and Partnership Act reflect a nation-
al concern with adult vocational training and employ-
ment. 
It is interesting to consider why remedial and voca-
tional goals have dominated the national perspective. 
Policy formation and funding are, to a large extent, 
functions of philosophy and if we are to effect a new 
national perspective, underlying assumptions of the 
present one must be taken into account. To begin with, 
adult education 's amorphous, diverse, albeit pervasive 
nature makes it difficult to grasp, to legislate for, to deal 
with in a comprehensive manner. Literacy and voca-
tional _training are relatively manageable concepts from 
which programs can be planned, implemented, and 
evaluated . Programs in reading or job skills can be ob-
served and measured . The Federal Government can 
thus account for its taxpayers' dollars. Furthermore, 
thousands of illiterate, unemployed, or underemployed 
adults with nothing to do and no money to do it with 
pose a threat to the stability of the social order, not to 
mention a drain on social resources. In most societies 
education is a socializing force, a mechanism for pre-
serving order and the status quo. In the extreme, adult 
education becomes a means of redressing public 
school failure; it is a stop-gap measure, a safety valve, 
a way to maximize human capital in service to the state. 
If anything, literacy and occupational thrusts have ac-
celerated in the 80's in an attempt to deal with a so-
ciety "where life is experienced as a business - com-
petition, accumulation of wealth, obsolescence, the 
profit motive." In this setting, observes Petska (1982), 
we can not expect an active, widespread con-
cern for people and for social well-being. Nor 
can we expect marked changes in an educa-
tional system which, despite the occasional 
claim of freeing human mind and spirit, has a 
record of binding individuals to societal pat-
terns . (p.22) 
Petska asks us "to decide whether adult education as 
an institution can be made more than a servant and 
a minister to capital interests" (p. 23). 
Broadening the Perspective 
Certainly remedial and vocational goals should be 
part of a national perspective on adult education. In and 
of themselves, however, they fail to accommodate the 
totality of a growing and vigorous movement in edu-
cation. What is needed is a broadening of the national 
perspective to include goals of adult education that are 
perhaps less measurable, but no less important in their 
impact on individual and societal development. 
An attempt was made with the Lifelong Learning 
Amendment to the 1976 Higher Education Act to broad-
en the perspective. It was declared that "American so-
ciety should have as a goal the availability of appro-
priate opportunities for lifelong learning for all its cit-
izens ... "(Public Law 94-482). Unfortunately the Life-
long Learning Act was never funded nor was the need 
for it ever fully understood by legislators or school ad-
ministrators. Four major reports exploring policy im-
plication of lifelong learning were issued in 1978 how-
ever, and these reports did help to bring the concept 
into the public arena. 
In spite of a lack of public policy on lifelong learning, 
it does appear that we are evolving into a learning so-
ciety. Adult education has increased 17% between 
1978 and 1981, and over 21 million adults participated 
in some form of organized educational activity in 1981. 
According to Cross and Mccartan (1984), "only about 
half of the growth can be attributed to larger numbers 
of adults in the population; the remaining half is attrib-
uted to the increased need and desire of adults to con-
tinue learning" (p.1 ). And, 
in some states, participation by adults in ed-
ucational activities is high even in the absence 
of comprehensive planning and initiatives for 
lifelong learning per se. These states would 
point to years of generous support for public 
education, easy access to educational institu-
tions like community colleges, and relatively 
low tuition as important reasons why they are 
moving toward a Learning Society (p.1 ). 
There are many reasons for this surge in adult learn-
s 
ing. The pace of social change has accelerated to 
the point where what one learns soon becomes out-
dated , jobs vanish and new ones appear, information 
needs to be sorted and selected rather than embraced 
en masse, electronic and technological wizardry require 
new skills, and so on . Also, there are more adults than 
ever before, the sheer numbers of which have forced 
society to shift some of its attention and services from 
youth to adults. Strother and Klus (1982) predict that 
developments in the following areas will create a con-
tinuing need for learning: energy and resources, com-
puterization and automation, communications and ser-
vice industries, lifestyle and family changes, and the 
environment. Lewis (1981) sees a paradigm shift 
occurring in education to accommmodate the rapid 
changes. In the present paradigm, " the role of edu-
cation is to produce a literate, learned society. " The 
new paradigm assumes society to be literate and learn-
ed. Thus, education 's role is " to facilitate and main-
tain a learning society " (p. 66) . 
The speed with which society is changing suggests 
that we no longer have the luxury of concentrating our 
educational efforts on the young . The urgency of deal-
ing with today's problems lies with adults. Interesting-
ly, it is on this point that first and third world nations 
concur. Neither can wait for their youth. " Learning 
needs of all age groups," Marien (1983, p. 21) writes , 
are outracing their attainments. Our nation is 
indeed at risk. However, the most important 
learning needs are not among children, but 
among adults - especially our political , intel-
lectual , scientific, corporate, and religious 
leaders - the decision-makers who will be 
shaping Information Society over the next two 
decades. Their decisions, for better or worse , 
will largely determine whether the Information 
Society is humane, just, productive, free, par-
ticipatory, and safe, or whether it is a society 
characterized by greater inequalities, more 
centralization , accelerating dangers, and fur-
ther alienation (p .21 ). 
The present operational framework for adult educa-
tion more accurately reflects the needs of an industrial 
rather than information society (Birkey, 1984). Skill ac-
quisition, whether it be in literacy or in occupational ar-
eas, has been the national perspective. This focus is 
becoming as outdated as some of the skills which 
adults are acquiring. The broadened perspective that 
many educators are calling for goes beyond literacy 
and occupational skill acquisition. A new national per-
spective should reflect a sense of social purpose and 
a commitment to promoting the acquisition of generic 
skills for an information society. 
Several recent conferences and newly formed organ-
izations in adult education are rekindling the spirit of 
social reform more characteristic of adult education in 
the early decades of this century. Questions are being 
raised about the role of adult education in promoting 
social change and individual growth . Issues of quality, 
access, and equity are receiving as much attention in 
the literature as those dealing with skill acquisition, bud-
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geting, or marketing (Cross, 1984; Lewis, 1981 , Oliv-
er, 1983). 
Many writers have delineated the skills needed in an 
information age. They all focus on process rather than 
content; they all are meant to be lifelong rather than 
time-bound . To begin with , the responsibility for learn-
ing needs to shift from provider to learner. While most 
would agree in principle that adults should assume re-
sponsibility for their own learning, actually operation-
alizing this concept is difficult. It involves moving the 
locus of power and control from the institution/teacher/ 
expert/authority figure to the learner. At the same time 
learners assume this responsibility, they must learn to 
be self-directed. Reading , writing , computation, and 
computer literacy are, in Lewis' (1981) view, "prereq-
uisites" for becoming self-directed. They are "neces-
sary" but not " sufficient" conditions. " Witness," Lew-
is writes, " the many individuals who, after they acquired 
these skills, stopped learning" (p.68). Self-esteem and 
positive attitudes are also important in being self direct-
ed, as is learning how to learn so that opportunities can 
be maximized. 
More important than acquiring content is the devel-
opment of critical thinking and problem solving skills. 
Birkey (1984, p.26) relates four dimensions of problem-
solving skills that she feels "will be required of all in-
dividuals" in the near future: knowing how to define 
problems; knowing how to originate, process, and de-
velop ideas that could be solutions; knowing how to 
evaluate these ideas; and knowing how to develop and 
implement a plan of action either individually or in 
groups. 
Thus , broadening the national perspective of adult 
education involves developing a shared sense of so-
cial purpose, a shifting of responsibility for learning to 
the learner, nurturing self-direction , and emphasizing 
the more generic skills of problem solving and critical 
thinking. That is not to say that literacy, vocational train-
ing, personal and family living, civic concerns , and avo-
cational pursuits are not important. They are, but these 
content areas are too narrow a focus to frame a nation-
al perspective of adult education if we are to move into 
being a true learning society. 
Implementing a Broadened Perspective 
" We are a field waiting for things to happen " is how 
one observer sums up adult education 's national pos-
ture (Oliver, 1983, p.4). He goes on to state: 
There is no rational discernible national policy 
for adult education ; there are many adult ed-
ucation policies, both official and unofficial , all 
of which add up to no policy. Yet we know our 
field has meaning for individual and commu-
nity growth through education, and we know 
adult education should be a key factor in any 
national education policy, or for that matter, 
any policy- economic, social, cultural - with 
adult education overtones (p . 4). 
Given its pervasiveness, its importance to modern so-
ciety, adult education needs its advocates for the for-
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mation of policy at all levels. Given its voluntary, grass 
roots nature, a national perspective or policy is most 
likely to emerge from the local community level. Artic-
ulate spokespersons are needed who can mold or co-
alesce local initiatives into a perspective that reflects 
and accommodates the reality of the field, and certainly 
that reality is more than remedial and occupational 
concerns. Several writers have thought about this very 
issue - that is, developing a national perspective, and 
their suggestions for implementation have much in 
common. 
At all levels, local; state; and federal, forceful state-
ments are needed that name and promote this largely 
invisible phenomenon of adult education. And rather 
than being construed as a captive of the economic sys-
tem, adult education should be cast as the liberator that 
it truly is. Adult education has been driven by a market 
economy which has inhibited the formation of a nation-
al perspective. Furthermore, by linking its definition to 
what goes on in organized learning situations and omit-
ting independent learning, only a portion of adult ed-
ucation becomes fundable. Because public gain from 
private or independent learning is not clear, this sig-
nificant portion of adult learning remains unrecognized 
from a policy perspective. Mission statements, legis-
lative mandates, policy statements, and so on, should 
promote the notion that "lifelong education is a basic 
human right and a national capital asset" (Gilder, 1980, 
p. 71 ). Needed to be articulated in these pronounce-
ments is the broadened perspective discussed earlier. 
That is, adult education has multiple goals. Literacy and 
manpower development are important, but so are the 
goals of self development and social responsibility. Also 
deserving attention is the issue of equal access. De-
spite expanded educational opportunities and rising 
levels of academic achievement, the gap between the 
haves and have nots widens rather than shrinks (Rock-
hill, 1979). 
What specifically can be done at different levels 
toward implementing a national perspective for adult 
education? A government publication on lifelong learn-
ing makes the following observation: "Education in the 
United States has traditionally been a local function. 
a state responsibility, and a federal concern (U.S. Of-
fice of the Secretary of Education, 1978, p.16). As stat-
ed earlier, a national policy or perspective will have to 
emerge out of state and local initiatives with the key 
policy decisions being made at the state level. Espe-
cially in a period of decentralization and deregulation, 
local and state agencies will be given even more au-
thority and funds. Gordon (1983, p.32) warns adult 
educators to "read the writing on state house walls and 
start planning now to develop new and more effective 
ways of working with state departments of education." 
Indeed, it appears that state policy makers themselves 
will find it increasingly difficult to ignore the surge of 
adult learners, for " this phenomenon ... promises to 
have a dramatic impact on equal opportunity, the qual-
ity and coordination of education, and the economic fu-
ture of the state" (Cross and Mccartan, 1984, p.7). 
Cross and Mccartan (1984) delineated four ap-
proaches reflective of various states' handling of adult 
education and lifelong learning. The first of these the 
authors label laissez-faire or a "hands off" approach. 
Here the state either believes that a free market will 
best serve the interests of adults, or that it is simply 
not interested in being involved. The second stance, 
and the most prevalent, is one of encouragement. The 
state takes no direct action but facilitates the involve-
ment of others through "planning and goal setting, col-
lecting data, promoting local cooperation, or establish-
ing task forces" (Cross and Mccartan, 1984, p.4). The 
third option, intervention, is rationalized on the basis 
of the "state's interest in the efficient use of public re-
sources and in protecting citizens against fraudulent or 
shoddy educational practices" (p.125). Finally, states 
may intervene with direct support and services espe-
cially if it is more cost-effective and/or more equitable 
to offer a service statewide. 
In conclusion, it is of course not entirely realistic to 
section out state, local, and federal responsiveness to 
the lifelong learning phenomenon. All levels are inter-
woven and interdependent. A national response must 
be multi-level and all-pervasive. "As is usually the case 
with social movements," Gilder (1980, p.85) writes, "it 
is now time for the policy framework to catch up." 
Guidelines, regulations, funding formulas, and "atti-
tudes about policies and procedures for offering life-
long education" need to be updated. In Gilder's words: 
This is a massive challenge. It will require ac-
tivity at the local level, at the state level, at the 
city and county level, at the regional level, and 
at the federal level. It will also be critically im-
portant to involve adult learners themselves in 
each of these activities because the nature of 
change is itself changing. Changes in adult 
learning and lifelong education are faster, more 
fundamental, more irreversible, more wide-
spread, and more technologically complex than 
ever before. Serving lifelong learners means 
making them an integral part of the process 
rather than consumers of the product. (p.86) 
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You have probably answered this question if you 
have ever administered any educational program for 
adults and proposed a budget, set fees , or obtained 
subsidy. However, the answer and influences on its im-
plementation vary from instance to instance. 
The extreme cases are easier to answer than the ma-
jority of instances that entail a complex mix of finan-
cial support from various sources. One extreme in-
cludes adult basic education provided by local public 
schools or community colleges in which the adult learn-
ers who participate pay no fees. Financial support 
comes from federal , state , and local tax funds. A sim-
ilar example is the educational programs for adults pro-
vided by the Cooperative Extension Service (CES) of 
the Land Grant Universities. 
At the opposite extreme, participant fees recover al-
most all program costs. Examples include cost recov-
ery continuing education programs provided by some 
professional associations and private universities. Be-
tween these two extremes, most educational programs 
for adults depend on a combination of financial sup-
port from various sources such as learner's personal 
income, reimbursement by employers, formula tax 
funds, grant funds, and subsidy by organizations and 
volunteers . 
This article suggests a rationale for adult and con-
tinuing education practitioners to use when deciding 
on a mix of financial support in a specific instance. 
Adult educators are most likely to confront this deci-
sion when they coordinate or administer a program. 
However, people in other roles (such as instructors, 
policy makers, and citizens) contribute to financial de-
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cisions as members of planning, policy, and advisory 
committees. 
Usually, the proportions of financial support from var-
ious sources are a reflection of the typical mix of sup-
porters. The reason for considering who should finance 
adult education is to help decide whether a different 
mix is more desirable. 
Variations in the mix of financial support occur be-
cause there are multiple beneficiaries and decisions re-
flect efforts to balance value judgments made by par-
ticipants , practitioners, and policy makers. The imme-
diate beneficiaries are the adult learners themselves 
who usually gain satisfaction , proficiency, and ad-
vancement. In many instances, there are secondary 
beneficiaries, who gain due to the improved role per-
formance of the participant. Examples include adult 
leaders of youth organizations who better serve young 
members, and health professionals who provide bet-
ter care for patients . The community or society in gen-
eral can be a third beneficiary as a result of adult ed-
ucation programs that contribute to improved produc-
tivity, economic development, quality of life, cultural en-
richment , and public policy. The organizations that 
provide or co-sponsor adult education may be a fourth 
beneficiary as a result of increased organizational ef-
fectiveness or public support. 
Adult education administrators confront at least three 
viewpoints which entail value judgments about the rel-
ative portion of adult education costs that should be 
borne by each party. Participants and potential partic-
ipants make judgments about desirable program qual-
ity (which can be related to program expense) some-
times based on familiarity with similar programs by oth-
er providers. Participants also decide on a reasonable 
range of fees, based on their perceived ability to pay 
and likely benefits. 
As practitioners, in addition to valuing high quality 
and low costs for participants, administrators make cost 
related judgments as they pertain to making programs 
accessible to participants, and achieving sufficient cost 
recovery to also allow desirable program quality. Ad-
ministrators also deal with policy makers in their or-
ganizations (policy board) and in the larger society (leg-
islative appropriations) who make financial value judg-
ments. This includes organizational or societal bene-
fits and the feasibility of resource allocation in relation 
to competing demands. For example, an employer de-
cides how much to invest in human resource devel-
' 
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opment in relation to new equipment; a university de-
cides how much to subsidize continuing education for 
adult part-time students in relation to preparatory 
undergraduate education for young full time students; 
a legislature decides how much to appropriate to sup-
port adult education in relation to other social programs. 
The remainder of this article suggests a rationale that 
adult educators might find useful as they seek to be 
persuasive advocates on behalf of a desirable mix of 
financial support for adult education programs (Apps, 
1979; Kreitlow, 1981 ; Matkin, 1985; Merriam, 1982; 
Perelman , 1984). 
Considering Full Costs 
Few people are in a position to know the full costs 
of an educational program for adults. It will strengthen 
your position as a practitioner to have such an under-
standing of full program costs . The evident starting 
point is a review of the exchange to be achieved be-
tween the adult education provider and the clientele to 
be served. Clientele characteristics include back-
ground, abil ity to pay, aspirations, and alternative pro-
grams available. Provider characteristics include type 
of program content and methods, along with the basic 
direct costs for instruction, materials, facilities, admin-
istration, and marketing. Successful programs depend 
on a mutually beneficial exchange between provider 
and cl ientele in which program benefits warrant learn-
er participation fees, and subsidy with the result that 
program income is enough to pay for sufficient quality 
to result in desired benefits. This dynamic relationship 
is at the heart of program functioning, anr:t it is as dif-
ficult to understand as it is important to do so. 
Among all similar adult education programs with their 
typical expenses, there are variations in program qual-
ity. Some of such variation can be associated with 
costs . Typically included are expertise, facilities, 
equipment, and materials. 
For some programs, the major ingredient in educa-
tional quality and costs is instructional salaries and 
fringe benefits. Pertinent influences on instructional 
costs include requisite expertise and available instruc-
tors. Expertise consists of the type and level of exper-
tise required given program content, objectives, and 
clientele. Availability consists of the number of poten-
tial instructors available with the requisite expertise and 
their salary expectations given alternative opportuni-
ties and additional benefits from helping adults learn. 
Another influence is the optimal ratio of participants per 
instructor during a program session , as well as the op-
tional mix of session types. Sessions can have too few 
participants to enable them to learn from each other 
as well as too many participants to gain sufficient as-
sistance from the instuctor. A related consideration of 
scale is how many participants can benefit from an in-
structor's preparation for a session , such as by "Offer-
ing multiple sections or by using technology (such as 
video tape or telephone network) to serve more learn-
ers. In such ways, unit costs and fees charged per par-
ticipant can be reduced. A typical way to maximize 
quality and minimize costs is to have a combination of 
sessions, such as a presentation by an expensive 
speaker or an inexpensive video tape, in conjunction 
with discussion sessions. 
Another ingredient in program quality is facilities and 
equipment. Sometimes the connection with quality is 
apparent, such as having a pool to teach swimming, 
typewriters to teach typing, a laboratory to teach sci-
entific procedures, a library or archives to teach his-
torical research, a link trainer and an airplane to teach 
flying, or access to manufacturing equipment to teach 
people to operate it. When judging the adequacy of fa-
cilities and equipment, consider not only efficiency of 
acquisition of proficiency but also extent of application 
in the form of satisfactory performance. 
A third ingredient when figuring full costs and pro-
gram quality is instructional materials. A literacy or 
study-discussion program in which participants have 
easy access to effective materials is considered of 
greater quality than one in which participants do not. 
However, materials can help raise program quality and 
impact even further, such as by use of simulation ma-
terials for more efficient and memorable learning ex-
periences, and hand-out materials to facilitate appli-
cation beyond the program. Again, economy of scale 
and multiple use can boost quality and contain costs. 
The full costs of a program extend beyond the direct 
costs included in the program budget. In some pro-
grams (such as adult religious education, literacy vol-
unteers, and the Cooperative Extension Service) vol-
unteer effort is a major form of subsidy that allows min-
imal fees. In some programs (such as continuing pro-
fessional education and world affairs education) co-
sponsorship results in in-kind contributions of facilities, 
materials, and marketing which constitutes a form of 
subsidy. Indirect costs include expenses (such as fa-
cilities use, and central administration support) which 
are difficult to account for as a direct cost but are part 
of full costs . If such indirect costs are not recovered 
as part of program income and transferred to the par-
ent organization , a form of in-kind or hidden subsidy 
results. 
When full program costs are accounted for, if par-
ticipant fees do not recover full costs, the shortfall con-
stitutes subsidy by one or more organizations. The 
question , who should finance adult education, can en-
tail comparison of the current combination of financial 
support with a mix of support that seems desirable. A 
major disparity provides the basis for developing a ra-
tionale for a reallocation of cost sharing. Four major 
considerations when developing such a rationale are 
type of provider, clientele, life role, and sources of sub-
sidy. The following section of the article reviews these 
considerations. 
Major Considerations 
Provider - The type of parent organization with 
which an adult education provider is associated is the 
main influence of financial arrangements including 
sources of support (Anderson and Kasi, 1982; Matkin , 
1985; Votruba, 1981 ). Types of providers include those 
associated with typical educational institutions (such 
as schools, community colleges, universities) and with 
all kinds of other organizations (such as libraries, mu-
g 
seums, religious institutions, employers, military, la-
bor unions, voluntary and professional associations, 
prisons, hospitals, and various community agencies). 
The financial condition , arrangements, and expecta-
tions of the parent organization help to explain current 
practice regarding sources of financial support for adult 
education , as well as influence the likelihood of and 
strategy for modifying that mix of financial support in 
desirable directions. (Knox, 1982; Matkin, 1985; Shipp, 
1982; Strother and Klus, 1982). 
Variations among types of providers in the current 
and desired mix and level of financial support for adult 
and continuing education are indicated by the follow-
ing highlights of financial arrangements for some con-
trasting types of providers (Anderson and Kasi , 1982). 
Local public schools typically provide adult educa-
tion programs financed in one of two ways. Some pro-
grams (such as adult basic education , high school 
equivalency, and adult vocational education) are sup-
ported mainly by federal funds with participants pay-
ing virtually no fees. Some programs (such as those 
for family life , leisure time, public issues, and cultural 
interests) are mainly supported by participant fees. The 
two different patterns are masked by the average of all 
adult education programs provided by many districts, 
in which about two thirds of income is from federal 
funds (channelled through the states) and less than ten 
percent is from local funds. 
Public school adult education programs emphasize 
reaching as many people as possible with the money 
available. Part time staff account for 95 percent of in-
struction. Their average rate per hour in the classroom 
is $10. Instructors' salaries account for 60 percent of 
all costs. Most indirect costs are absorbed as an in-
kind subsidy by the school system, in the belief that 
this contributes to community support for the school 
system. The cost per participant learning hour (PLH) 
is about $2 . 
The usual rationale for financing publ ic school adult 
education is that free public education through high 
school completion should be available to adults who 
lack it, as well as young people of compulsory school 
age. Public schools seem to be appropriate providers 
for such programs aimed at under-educated adults with 
limited ability to pay. Federal, state, and local tax funds 
for this purpose provide sources of subsidy, and a 
mandate is reflected in legislative authorizations and 
appropriations for such programs as adult basic ed-
ucation , vocational education , and job training . Such 
subsidy has been justified as an investment that ben-
efits society, through increased productivity and eco-
nomic development. This basic rationale was used a 
century ago for Americanization programs, three quar-
ters of a century ago for adult vocational education, a 
half century ago for economic recovery during the de-
pression , a quarter century ago for manpower and lit-
eracy programs, and is used today for economic re-
vitalization. 
The rationale for modifications includes attention to 
both serving more hard to reach adults and broaden-
ing subsidy to cover non-occupational programs aimed 
at improving quality of life. The emphasis on numbers 
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of adults served as the basis for allocation of program 
subsidy is a strong inducement to mainly serve easy 
to reach adults who are least expensive to attract and 
retain , and to neglect hard to reach adults . One solu-
tion is to designate funds for the purpose of serving 
hard to reach adults , for which doing so is more im-
portant than the numbers reached . Likewise programs 
for community problem solving, world affairs, or family 
life education are more likely to flourish if funding is 
designated for the purpose, and the typical rationale 
for doing so is that the community generally is a bene-
ficiary. 
Continuing higher education programs also vary 
greatly regarding financial support. Some programs 
(such as the Cooperative Extension Service (CES) of 
the Land Grant Universities) receive virtually no funds 
from participant fees , but depend almost exclusively 
on tax funds . The proportion varies somewhat from 
state to state, but typically more than one third is state 
and less than a third each is local and federal. By con-
trast, some programs (such as continuing profession-
al education and credit and degree offerings for adults 
provided by private universities) depend almost ex-
clusively on participant fees. 
When all continuing higher education programs are 
combined (including public and private community col-
leges, colleges, and universities) almost two-thirds of 
the income is from tuition and fees . Instructors ' sal-
aries and fringe benefits account for about half of the 
costs. More than three-quarters of the instructors teach 
part-time and their average rate per hour in the class-
room is $20. The hourly rate for full time instructors is 
$45. The costs per participant learning hour (PLH) are 
about $5. 
The usual rationale for who pays for continuing high-
er education and extension is that adult participants 
should pay some of the costs, but that the proportion 
varies with ability to pay. In practice, returning students 
pay tuition charges (although they attend part-time they 
usually have less access to scholarship and loan funds) 
comparable to full time younger students, and retirees 
typically pay reduced fees. Less advantaged adults 
(such as rural or low income CES participants) pay for 
a lower proportion of program costs while more advan-
taged adults (such as members of relatively affluent 
professions) pay for a higher proportion. Various forms 
of subsidy support many of the non-occupational pro-
grams. However, as continuing higher education has 
become increasingly dependent on cost recovery from 
participant fees, continuing professional education 
(wh ich benefits from employer reimbursements) has 
expanded while non-occupational programs (which in-
clude public affairs , family life, cultural activities, and 
the arts) have decreased. 
The rationale for modifications includes the impor-
tance of program leadership in which practitioners do 
not just react to public demand but help to establish 
priorities based on societal benefits (such as quality of 
life as well as economic productivity}, balanced offer-
ings, and the distinctive mission of higher education 
providers. 
Estimates of annual employer expenditures for em-
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ployee education and training approach thirty billion 
dollars. (This does not include the military service as 
an employer.) Types of programs and levels of sup-
port for them vary greatly. Large organizations tend to 
have more extensive human resource development and 
training programs and a higher level of average sup-
port per employee than do very small organizations. 
Programs include on-the-job training, and in-house 
programs (conducted on work time) as well as outside 
contract programs and reimbursement for tuition (in 
which the employee is likely to contribute at least part 
of the time and costs) . Employee wages paid for attend-
ing an educational program are sometimes included as 
a program cost. 
More than one-quarter of all costs are for instructor 
salaries. About 80 percent of instruction is provided by 
part-time instructors from outside the organization with 
an average contact hour rate of $60. Ignoring lost time 
costs, the average cost per PLH is $26. 
The usual rationale for financing education and train-
ing that employers provide for their employees (and 
sometimes customers), is that human resource devel-
opment is a cost of doing business and an investment 
in future productivity and innovation . When employ-
ees are expected to participate in order to learn how 
to perform their current jobs or prepare for advance-
ment, the employer pays full costs. Employees are ex-
pected to contribute some of their time and money 
when participation in an outside program is at their ini-
tiative and the likely benefits to the employer are 
indirect. 
The rationale for modifications includes recognition 
of the importance of investments in human resource 
development (HRD) for both employers and employ-
ees (Odiorne, 1984; Schein, 1978). Because HRD is 
so closely connected with effective supervision, in best 
practice part of supervisors' time devoted to activities 
such as on-the-job training and mentoring constitutes 
an additional subsidy of HRD. Furthermore, both em-
ployers and society are beneficiaries of investments in 
HRD because it is so influential on not only productiv-
ity and career advancement, but also innovation, eco-
nomic growth, and vitality which can have political and 
social benefits as well. A broader view of the benefi-
ciaries of employee education and development would 
result in greater employer support for career develop-
ment beyond performance of the current job and for 
encouraging non-exempt employees to use the seldom 
used educational benefits provided for in union con-
tracts. 
Adult religious education serves a large portion of 
adult education participants (perhaps one-fifth, John-
stone and Rivera, 1965). However, direct financial sup-
port is small, mainly because of the heavy reliance on 
volunteer effort and in-kind contributions by the local 
religious institutions. Except for larger congregations 
with a paid director of adult religious education, there 
is seldom a separate budget. Participants seldom pay 
fees, but may purchase materials. Clergy, and other 
religious leaders and staff, volunteer their time by plan-
ning and coordination, as do presenters and discus-
sion leaders. Facilities or members' homes are usu-
ally provided without charge as places to hold sessions, 
and even refreshments are typically donated. The ra-
tionale for modifications includes arrangements for a 
modest budget for the adult religious education com-
mittee to enrich program offerings beyond the volun-
teer and in-kind contributions. Examples include ma-
terials and guest resource persons. 
For professional associations, almost 90 percent of 
income is from participant fees. Volunteer effort by as-
sociation members is another source of support. Al-
most 20 percent of total costs are honoraria for instruc-
tors. About 90 percent of them are part-time (in con-
trast with full time association staff), their average hour-
ly contact hour rate is $35, and the cost per PLH is $15. 
The usual rationale for financing continuing education 
provided by professional associations is that the mem-
bers who participate are the main beneficiaries, but that 
such programs are a member service and if well done 
can help maintain and increase membership in the as-
sociation. The rationale for modifications includes ex-
ploring co-sponsorship with other associations; edu-
cational institutions; or employers to broaden the base 
of support, and increasing volunteer contributions for 
program planning and discussion leadership. 
Clientele - A second major consideration when de-
ciding who should finance adult education, in addition 
to the practices of each type of provider, is the char-
acteristics of the intended clientele (especially their abil-
ity to pay). Particularly for types of providers that de-
pend on fees for a substantial portion of cost recovery, 
there are ways to vary fee levels related to ability to pay. 
One way is to subsidize programs aimed at a low in-
come clientele to a much greater extent than programs 
for higher income clientele. For example, a university 
continuing professional education program for physi-
cians might be budgeted for full cost recovery, while 
a program for medical technologists might be budget-
ed to recover only half of the full costs from fees. The 
Cooperative Extension Service might charge no fees 
to low income homemakers for a nutrition education 
program but charge moderate fees to managers of ag-
ribusinesses for a management development program. 
A school system might charge no fees to adult basic 
education participants but charge moderate fees to par-
ticipants in enrichment programs such as "gourmet 
cooking ." 
Another way is to conduct two-stage programs with 
a multiplier effect, in which the provider conducts mod-
erate fee programs for people who Will in turn conduct 
without charge programs for the ultimate clientele who 
are unable or unwilling to pay any fee. A third way is 
to set aside part of the budget for a specific program, 
to be used for financial support for potential participants 
unable to pay the full fee. Practitioners can establish 
such policies for resource allocation to reflect the pro-
vider's stance regarding high priority or underserved 
audiences as well as their ability to pay (Kidd, 1962; 
Knox, 1982). 
Role -A third major consideration is adult life roles 
and topics. The proportion of adult education costs that 
are paid by the individual, his or her organization, or 
by the larger society can vary with the learner's life role 
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and related subject matter content (Kidd, 1962; Knox, 
1982; Kurland, 1977). For example, occupationally re-
lated content is typically viewed as sufficiently relevant 
by employers that they pay most of the costs directly, 
and sometimes re imburse employees for part of their 
educational expenditu res. The societal benefits of oc-
cupational education are reflected in public funding .of 
adult vocational education and manpower related train-
ing to assist the unemploye~ and underen:,ploy~d. 
By contrast, leisure education for adults 1s typically 
assumed to have predominantly personal benefits, with 
the concommitant expectations that participants in 
such programs will pay most or all of the costs . In ac-
tuality the benefits related to quality of life, and phys-
ical and mental health justify some societal subsidy, 
if for no other reason than to reduce the health and wel-
fare costs that otherwise result. This societal benefit 
is recognized by community agencies (such as the Y), 
religious institutions, recreation departments, s_enior 
centers, and other organizations committed to enriched 
leisure time and enhanced quality of life to an extent 
that they acquire subsidy funds for such programs. 
Family life education programs seek to strengthen 
one of the most important but battered institutions in 
our society. Society benefits greatly from wholesome 
family life and pays an enormous price when this is not 
the case. Paradoxically, adults are reluctant to pay the 
full costs of family life education, which means that 
some subsidy is important if such programs are to 
flourish. 
Continuing education for public responsibility is 
probably the smallest effort related to various life roles, 
and yet the topic area in which societal benefits pre-
dominate. Examples include assistance with commu-
nity problem solving , understanding of domestic and 
foreign policy issues, and education for citizen partic-
ipation. In addition to planning such programs, sub-
sidy is typically required to encourage participation . 
Subsidy - A fourth major consideration is available 
sources of subsidy. Sometimes a participant or a par-
ent organization pays a disproportionate share of the 
costs for lack of an alternative. Effective adult educa-
tion practitioners should be able to identify individuals 
and organizations that could make a valuable contri• 
bution to a program, recognize the incentives and ben-
efits likely to encourage them to do so, and be suffi-
ciently persuasive that they do so. Such a strategy en-
tails elements of marketing, proposal preparation, and 
grantsmanship (Buskey, 1981 ; Knox, 1982). 
The most familiar form of subsidy is by volunteer con• 
tributions that would otherwise entail financial support. 
Examples of extensive use of volunteers include the 
Cooperative Extension Service, adult religious educa-
tion, and voluntary associations. A similar and wide• 
spread form of subsidy is co-sponsorship by other or-
ganizations with sufficient commitment to and antici-
pated benefit from a proposed program that they are 
willing to make a complimentary contribution that would 
otherwise entail financial support. Examples of such 
contributions include free use of facilities, access to Ii• 
braries or laboratories, provision of instructional ma-
terials or equipment, and assistance with marketing ef-
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forts to encourage participation , placement, or appli-
cation . 
Perhaps the most accessible but difficult source of 
subsidy is the parent organization. Efforts to strength-
en internal support for continuing education are cru-
cial to administrative leadership (Votruba, 1981 ). The 
process of doing so is sometimes similar to develop-
ing a proposal for external funding (Knox and Asso-
ciates, 1980). This process becomes formalized when 
attracting external funds for continuing education from 
foundations and government agencies (Buskey, 1981 ). 
For any of these potential subsidy sources, success 
tends to ride on a persuasive answer to the question, 
"Why should they help support the adult education 
program?" Having a comprehensive understanding of 
all program costs and benefits can contribute to a con-
vincing answer (Matkin , 1985; Shipp, 1982). 
Conclusion 
For the practitioner, answering the question who 
should pay for adult education, can be a very practical 
matter. The philosophical rationale and the descriptive 
overview are useful to the extent to which they help to 
make the case for a desirable mix of contributions in 
a specific instance. You are usually trying to convince 
participants that their share should be greater than it 
has been in the past or than they prefer for the future. 
A convincing case usually entails both evidence and 
presentation . The policy or decision making process 
is similar to any marketing strategy in which your ad-
ministrative task is to help a potential supporter to ap-
preciate a mutually beneficial exchange (Knox and As-
sociates, 1980). To win and maintain such support, the 
benefits that result from the adult and continuing ed-
ucation program should be valued more than the share 
of the costs that you would like contributed. For the po-
tential participant, volunteer, or even co-sponsor this 
evaluation of costs in relation to benefits tends to be 
quite personal. For representatives of the parent or-
ganization, a foundation, or a government agency, the 
aggregate benefits tend to be of greater interest. For 
any potential supporters, it is helpful to review the range 
of benefits with emphasis on those they especially 
value. 
For you to convince them, you need to know about 
actual benefits. Such evidence may have various 
sources. Findings from impact evaluation studies is 
one, especially those that include follow up. Summa-
ries of the benefits that have resulted from similar pro-
grams can help (Knox, 1979). Conclusions from your 
own ongoing program evaluation and management in• 
formation system can be especially convincing (Mat-
kin, 1985). Testimonials from people with first hand ex-
perience with program benefits may be discovered dur-
ing program evaluation or may occur spontaneously. 
Either way, such human interest stories can be espe-
cially persuasive. 
Knowing the multiple outcomes and benefits of an 
adult education program and the multiple contributions 
that make It possible, can help you to locate pertinent 
evidence. Knowing what a potential supporter values 
can help you select benefits to emphasize and prepare 
a convincing presentation. The length, detail, and form 
of the presentation may entail a letter or informal con-
versation, or a formal written proposal complete with 
exhibits and a meeting to discuss it. A successful strat-
egy should culminate with potential supporters conclud-
ing that they should help pay for adult education. The 
actual quality and program benefits should warrant their 
continued support. 
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Adult education is incorporated into many segments 
of our society. It constitutes a diversity of institutions 
and agencies that provide educational opportunities to 
adults. The background and training of those individ-
uals who operate, administer, and manage such insti-
tutions and agencies are diverse as well. Darkenwald 
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and Merriam (1982) have classified the adult education 
institutions and agencies into four categories: indepen-
dent adult education organizations, educational insti-
tutions, quasi-educational organizations, and non-
educational organizations. Each type contains a differ-
ent list of agencies and their purposes for utilizing 
education, especially in relationship to meeting the 
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needs of adults. Universities fall within the category of 
" educational institutions" whose major purpose is to 
serve youth 's formal educational needs while serving 
adults on a secondary basis. Many universities do not 
provide a major course of study in adult education al-
though there are numerous graduate level adult ed-
ucation programs that have been established over the 
last fifty years that prepare adults to enter the adult ed-
ucation profession. 
The purpose of this article is to examine the issue 
as to where an academic program in adult education 
should be located within a university. The authors con-
tend that such a program should be the exclusive do-
main of colleges of education and should not be lo-
cated in some other component of the university. In ex-
amining this issue, a historical perspective concerning 
the adult education movement as a field of study will 
be presented as well as the results of some recent re-
search surveys that dealt with adult education pro-
grams within universities and colleges. The philosoph-
ical foundations guiding adult education and the core 
curriculum and competencies identified will be detailed 
in support of our argument. 
A Historical Perspective 
In support of the issue that adult education should 
be the exclusive domain of colleges of education, a his-
torical perspective of the movement and growth of adult 
education as a field of university study seems warrant-
ed. If one understands historical facts concerning the 
emergence of adult education as a field of profession-
al graduate study, our argument is strengthened. His-
torically, colleges of education have taken a leadership 
role in recognizing adult education as a field of study. 
Houle and Buskey (1966) reported that the first uni-
versity courses in adult education were offered in the 
1920s at Teachers College, Columbia University. How-
ever. it was not until 1935 that the first doctorates in 
adult education were awarded from Columbia. Row-
den (1934), the editor for the 1934 Handbook of Adult 
Education in the United States , described some cours-
es in adult education that were being offered by insti-
tutions of higher education . The majority of adult 
education courses were being offered in schools of ed-
ucation , colleges of education , or teacher colleges at 
such universities as the University of California at Berk-
ley, Stanford University, Columbia University, and Ohio 
State University. However, Rowden warned her read-
ers that: 
Courses in adult education offered by Ameri-
can educational institutions are still in the ex-
perimental stage ... (however) an increas-
ing number of institutions are including cours-
es in adult education and the technique of 
teaching adults in their curricula (p.54) . 
The early pioneers of adult education who recognized 
it as a field of study were laying the foundation for grad-
uate study programs within colleges, schools, and de-
partments of education (Jensen , Liveright & Hallen-
beck, 1964). 
Houle (1941-49) conducted a brief survey of colleg-
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es and universities annually for nine years concerning 
educational opportunities in adult education for teach-
ers and administrators. He reported on courses, insti-
tutes, and workshops that were offered during the 
summer months. Houle (1941) concluded : 
As the field of adult education has grown in size 
and complexity, there has developed an exten-
sive body of knowledge concerning its nature 
and practice. As a result , teachers and admin-
istrators of adult education activities have in-
creasingly sought professional training in the 
field (p. 81 ). 
He also addressed the issue as to where these teach-
ers and administrators were seeking this training: 
Almost all the forty-four colleges and univer-
sities which are maintaining active programs 
rely chiefly on organized courses offered in col-
leges or departments of education (1941 , p. 
182). 
However by 1947, Houle expressed the concern that 
colleges or departments of education were not, as yet, 
assuming the responsibility they should for the profes-
sional training of teachers and administrators of adult 
education activities. Even so, there was "emerging a 
uniformity in methods, practice, and content " within the 
adult education programs in colleges and departments 
of education within universities (Houle, 1947, p. 107). 
Not all the forty-four colleges and universities men-
tioned above by Houle were offering graduate pro-
grams leading to master or doctoral degrees in adult 
education. However, during the 1940s and 1950s an 
increased number of universities organized doctoral 
programs in the field of adult education . By 1968, at 
least 20 universities in the United States and Canada 
had a fully developed curriculum leading to the doc-
torate in adult education. An unknown number of uni-
versities offered a master's degree in adult education 
during that time period (Houle, 1970). Nearly all the 
graduate programs in adult education were organized 
and developed in the academic colleges, schools, or 
departments ef education although other institutional 
departments, such as agriculture and home econom-
ics, provided professional instruction in adult educa-
tion but did not offer a degree in the field (Jensen , Liv-
eright & Hallenbeck, 1964; Knowles, 1977). 
The phenomenal growth in university preparation 
programs in adult education in the United States con-
tinued through the 1970s and into the 1980s. This can 
be illustrated by examining the membership of the 
Commission of Professors of Adult Education and 
through a survey study of adult education programs in 
the United States and Canada conducted by Jones 
(1982). The Commission of Professors of Adult Edu-
cation is a unit of the professional association of the 
American Association for Adult and Continuing Edu-
cation , formerly the Adult Education Association of the 
U.S. In 1960, the commission had only 20 members 
who represented some 15 universities (COPOAE, 
1960). According to the February 1985 membership list, 
227 professors belong to the Commission of Profes-
.., 
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sors of Adult Education, and nearly all of them repre-
sent colleges, schools, or departments of education in 
their respective institutions. To further illustrate this 
phenomenal growth and expansion of programs, as 
well as the identification of where adult education pro-
grams were located within the institutions, Jones (1982) 
conducted a survey study of institutions of higher ed-
ucation in the United States and in Canada. He found 
that nearly 100 universities and colleges were offering 
graduate study programs and that the majority of the 
adult education programs were organized and oper-
ated out of colleges , schools, or departments of edu-
cation. 
The point that adult education graduate study pro-
grams are indeed properly located in the education 
units of institutions can be supported by a survey of 
graduate schools in adult education (The Learning 
Connection, 1982). The top ten graduate schools in 
adult education nominated were affiliated with colleg-
es, schools, or departments of education within their 
institutions. Those individuals who were surveyed in-
dicated that adult education graduate programs were 
properly and appropriately located and that the curric-
ula of such programs could best be delivered in their 
present location within the university or college. 
Adult education as a field of study has also experi-
enced numerous approaches to serving those in non-
traditional programs that lead to graduate degrees in 
adult education. Knowles (1977) points out the histor-
ical evolution of the nontraditional movement as it re-
lates to institutions of higher education. More recent-
ly, Sisco (in press) has detailed some new approaches 
to graduate study in adult education . The interesting 
and most salient facts related to this nontraditional 
movement within adult education has been that col-
leges, schools, and departments of education have re-
mained in a leadership and guiding capacity through-
out the traditional as well as the nontraditional move-
ment of adult education as a field of study. 
Recent Research 
Investigations into the various aspects of graduate 
studies in adult education have occurred concerning 
the state of such programs (Ingham & Hanks, 1981 ; 
Ingham & Robbins, 1977; Griffith & Cloutier, 1972; 
Knox, 1973). The most recent study concerning the 
present status and location of adult education programs 
is presently being undertaken by Jones and Galbraith 
(in press). Although the study is not fully completed , 
some preliminary findings are worth noting. Jones 
(1982) identified nearly 100 universities who offered 
graduate programs in adult education, most of which 
were located in colleges, schools, or departments of 
education. The Jones and Galbraith study identified 
165 universities and colleges in the United States and 
in Canada that provided such programs. In the three 
years since Jones' study, the number of graduate pro-
grams in adult education had increased by 65 univer-
sities and colleges. Nearly 92 percent of the 165 iden-
tified programs were located in colleges, schools, or 
departments of education within their respective uni-
versities or colleges. The remaining percentage of pro-
grams was located in academic departments such as 
home economics, agriculture, human resource devel-
opment, and schools of general studies. However, these 
programs coordinated their adult education studies in 
a multidisciplinary fashion , usually with the college, 
school, or department of education . The areas of con-
centration that were available in the graduate adult ed-
ucation programs also provided some clues as to the 
diversity of the field as well as the identification and lo-
cation of such programs. The respondents in the Jones 
and Galbraith study indicated that there were 28 dif-
ferent areas of concentration available in the various 
programs. These areas included administration , adult 
basic education, community education, foundations, 
human resource development, research , and vocation-
al adult education. As one reviews these areas of con-
centration, it is apparent that the responsiblity for the 
academic preparation rests heavily upon the academi-
cians within the colleges, schools , or departments of 
education . 
Foundational Rationale and Reasons 
Historical evidence may or may not be convincing 
enough to sway the argument that adult education 
should be located within a college of education and not 
in some other component of the university. Even the 
discussion on the recent research surveys may not be 
persuasive for some individuals who are debating the 
issue. Therefore, it is necessary to discuss the phil-
osophical foundations of adult education as well as the 
curricula and competencies required to function ad-
equately as an adult educator. Procedures for linking 
the adult education program and other fields of stL:dy 
and personnel within the university also need to be ad-
dressed to clarify their roles of importance. 
Philosophical foundations relate to the rational in-
vestigation of the basic principles or concepts that 
guide our knowledge or conduct. It is imperative that 
a philosophy reflects and clarifies the theory of the 
knowledge base as well as the actions that lead to ac-
ceptable practice. Adult education holds an implicit and 
an explicit philosophy that provides meaning to the field 
of study and to the general adult educator practition-
er. Philosophy addresses questions of what we do and 
why we do it. These questions that directly affect adult 
education can be more adequately discussed and 
solved within a department, school , or college of ed-
ucation because of the philosophical foundations that 
guide the general area of education. The philosophy 
of adult education has been addressed by scholars who 
are adult educators themselves and who work with and 
for graduate adult education programs that hold cer-
tain beliefs concerning lifelong learning. Very few com-
ponents of the university system link their philosoph-
ical beliefs with that of adult education, nor do they pre-
scribe to the educational philosophies that guide the 
concepts and practices of adult education. Knowles 
(1957) identified three major questions confronting 
adult education: 1) What are the proper aims of adult 
education?, 2) What ougt1t to be taught?, and 3) How 
should adults be taught? These questions are related 
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to issues concerning mission, content, and methods. 
It would seem that the most appropriate unit to discuss 
such issues would be a college of education since they 
relate to the philosophical concerns of educating adults 
who are presently, or hopefully will be, practicing adult 
educators. Apps (1973) suggests that adult educators 
need a foundation to look at the relationship of edu-
cational problems, to see the relationship of activities 
to society, and to deal with personal development in 
their own lives. The rationale for such a philosophy can 
be more successfully integrated within a college of ed-
ucation that houses the adult education program. Ber-
gevin (1967) accepts this line of thought because it 
more adequately relates to the integrated viewpoints 
of certain beliefs, ideas, attitudes, and practices of adult 
education. According to Apps (1982), the location of the 
adult education program assists in analyzing certain be-
lief areas about the adult educator, the purposes of 
adult education agencies and institutions, the teaching-
learning process, and the role of the adult educator. 
Where else is a better place to accomplish this anal-
ysis than in a college of education? Houle (1984) be-
lieves that "the heart of adult education lies in the abil-
ity of its program designers to perceive all the relevant 
elements in situation after situation and to take them 
into account in planning and carrying out learning pro-
grams" (p. 219). This leads us into the next section 
which will discuss the required curricula tor adult edu-
cators and whether or not other components within a 
university, besides a college of education, can ade-
quately provide the required curriculum core and iden-
tify needed competencies. 
What foundational courses should be offered in an 
adult education program? Who should provide the in-
struction of the identified courses? What competencies 
are deemed necessary tor adult educators to function 
adequately in their field of operations? These questions 
need to be addressed and then subsequently analyzed 
in light of whether or not a college of education is bet-
ter prepared to assume these responsibilities, than 
some other component in the university. 
A core curriculum of adult education graduate pro-
grams usually consists of an introductory or survey 
course, an adult learning or adult development 
course, a course in program planning and administra-
tion, and a methodology course relating to adult learn-
ers (Knox, 1973). Other courses in adult education such 
as philosophy, history, research methods, education-
al gerontology, comparative adult education, and adult 
basic education are also incorporated into the core cur-
riculum of some adult education programs. Rarely are 
these core courses found in other components of a uni-
versity, except in the college of education where pro-
fessional adult educators provide the facilitation of 
such learning activities. The foundational requirements 
of adult education are intertwined with the mission and 
purpose of colleges of education. However, the adult 
education profession recognizes that the linkages be-
tween other university components are vital to the de-
velopment of a good graduate program in adult edu-
cation . In tact, most of the early research relevant to 
adult education came from discipiines such as soci-
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ology and psychology, although much of the research 
did not apply directly to practice. These disciplines re-
main a vital part of the overall curriculum deemed nec-
essary by providing courses, tor example, in social psy-
chology; sociology of complex organizations; psychol-
ogy of learning; counseling; and group dynamics. Al-
though graduate adult education programs benefit from 
and utilize other university resources, the most appro-
priate location to house, facilitate, and carry out the 
program is in the college of education. Certain com-
petencies are usually identified with any course of study 
or graduate program within a university. Adult educa-
tion programs also have expectations and required 
competencies that are needed tor someone to be con-
sidered an adult educator. Because of the diversity of 
the adult education discipline, a general list of com-
petencies has been identified and mandated. Adult ed-
ucation graduate programs develop rationale for deliv-
ering the curriculum that will allow adult learners to ac-
quire certain competencies through course work and 
internships to meet their diverse interests. Competen-
cies are acquired that allow program participants to 
gain knowledge of the principles of adult learning, 
knowledge of program development and the associ-
ated issues and methods, and knowledge of the selec-
tion, development, and use of materials and methods, 
specifically tor adult education. It is also the aim of adult 
education graduate programs that are located in col-
leges of education to develop a framework that will al-
low program graduates to be competent to practice the 
profession with sufficient skill and knowledge, to prac-
tice adult education in society and take a leadership 
role, to acquire a philosophy that makes tor better and 
effective practice, to develop a desire tor lifelong learn-
ing, and to acquire knowledge and skill in conducting 
and interpreting research that leads to better applica-
tion of information for practice. The development of 
competencies stems from the core curriculum that is 
established for the program. It seems apparent that col-
leges of education are better equipped to deliver the 
curricula and identify the necessary competencies tor 
those in adult education than other segments of the 
university. 
The foundational development of adult education is 
a key to the establishment of a successful program. The 
philosophy, curriculum, and required competencies 
need to be analyzed in terms of what component in the 
university can best deliver and carry out that mission. 
Although other components of the university provide 
important support and linkages to an adult education 
program, the most rational and reasonable location of 
the program is within a college of education. 
Conclusion 
Considering the historical movement of adult edu-
cation as a field of study, the recent research findings 
concerning the location of academic adult education 
programs, and the foundational data available tor re-
view, it seems apparent that the most logical place to 
house an academic adult education program is colleg-
es of education. The linkages between other academ-
ic components of the university system are vital to the 
success of any adult education program; however, the 
commitment and ability to provide the philosophical and 
foundational basis for an adult education program by 
these other components are nonexistent . The field of 
adult education is very diverse and as a result contin-
ues to suffer from an identity problem within our uni-
versity communities and our social communities. Es-
tablishing adult education programs only In colleges of 
education would assist In developing the parameters 
that are necessary for defining adult education as a field 
?f study. Locating academic adult education programs 
many other component of the university would only add 
confusion to the issue and lessen the mission and fo-
cus of adult education . 
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Facts In Brief 
Higher Education Is a U.S. Industry 
Higher education not only contributes to tne Intellectual welfare of the 
United States, but Is also a major Industry. 
• In 1984-85, there was a total of 3,331 institutions of higher education 
in the United States. Of those Institutions, 49 percent were in the inde· 
pendent sector, 45 percent were In the public sector, and 6 percent were 
proprietary degree-granting IMtitullons. 
• Total 1985-86 expenditures for collegM and universities are expected 
to reach $102.2 billion . This represents a 32 percent increase over 1981 •82. 
In constant dollars, thl11 repres1rnts an Increase of 17 percent. In compar-
ison, the total expenditures for elementary and secondary education in 
1985-88 are expected to reach $159.3 billion , 
• Higher education expenditures represent 2.5 percent of the Gross Na-
tional Product (GNP) In 198£H!El, 
• Total voluntary support to higher educat10n was estlmatM to be $6.3 
billion In 1984·85, Thill wae a 13 percent increase over the previous year. 
• In the fall of 1985, total onrollmtinl wail estimated to be 12.3 million in 
the United States, 
• In th!! fall of 1985, collegl'l!! and un1verM1e11 GmployM 2 million pGf!l0M, 
Education Expenditures, Academic 
Years 1981-82 through 1984-85 
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Sources: Center for Statl11t1011 unputllisMd aata. 
oata for 1984-85 and Hlliis•!IS are es11matM, Council 
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Historically, the United States has trailed some west-
ern European countries in the development of adult ed-
ucation programming. In fact, many practices used in 
this country have their origins in Great Britain. Over the 
past three decades, there has been a proliferation of 
opportunities and requirements resulting in more Amer-
ican adults becoming engaged in formal learning ac-
tivities. 
Initially, adult education was viewed as a compen-
satory activity. It provided basic skills to those who did 
not acquire them in elementary school programs (e.g., 
reading, mathematics). Gradually, it also focused upon 
vocational/trade training, attempting to provide job skills 
for those w.ho had difficulty acquiring employment. To-
day's practices still include these foci; however, con-
temporary adult education is much broader in scope. 
Multifaceted programs are being offered in myriad en-
vironments and are serving countless goals. A longer 
life-span, increased recreational time, technology, and 
a changing philosophy toward learning as something 
that extends from birth to death are several factors 
which have spawned change. Private industry, the mil-
itary libraries, museums, churches, and social agen-
cies represent the spectrum of providers who have 
joined traditional educational Institutions in offering or-
ganized learning to adults. 
The continued growth of the adult education market 
in America is no longer In question . What does remain 
unresolved is the question of who will be the primary 
providers of these services. In particular, pre-collegiate 
public schools find themselves at a critical juncture with 
regard to this question. School boards and administra-
tors ought to weigh a range of economic, political, and 
educational issues stemming from the promises and 
pitfalls of being an adult education provider. Already 
faced with limited assets and growing responsibilities, 
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school systems are prone to rejecting out of hand the 
notion that they can initiate or expand their offerings to 
"nontraditional" students. Such extemporal decisions 
may prove to be quite costly. 
The Promises 
Why should school districts become involved in adult 
education? Or if they are already involved, why should 
they do more than adult basic education? One reason 
why public school systems, particularly in large met-
ropolitan areas, offer adult basic studies is that they are 
equipped to do so. That is, they already have the ma-
terials, facilities, and teachers required for instruction 
in subjects such as reading and mathematics. But 
should they extend their offerings to include addition-
al courses such as computer literacy or cake deco-
rating? 
Community support for public education has become 
a critical problem in this country. One plausible expla-
nation for this trend relates to the declining number of 
taxpayers who have direct contact with the schools. In 
other words, fewer and fewer taxpayers have children 
enrolled in public elementary and secondary schools. 
As a result, there is a growing reluctance to support 
initiatives to increase fiscal support for these schools. 
In many communities, education officials have had to 
battle taxpayer demands for cutbacks in educational 
expenditures. Ironically, these conditions offer one of 
the greatest promises for public schools with regard to 
adult education. Organized educational programs for 
adults provide a trenchant avenue for reconstructing 
ties between the schools and alienated taxpayers. It 
has the distinct potential to distend the missions of pub-
lic education; and if successful, it can launch new sup-
port coalitions for public schools as vital agencies in 
the local community. 
A second thinkable benefit for public school systems 
entails the improvement of community life. A demo-
cratic system of government depends upon an enlight-
ened citizenry. The local schools, as service agencies, 
are in the best position to offer a range of instruction 
which helps everyone in the community achieve per-
sonal growth and satisfaction. In many geographic lo-
cations, the school system is the only reasonable out-
let for organized adult learning activities. Thus, it is the 
agency most likely to contribute to this aspect of com-
munity growth. There are literally millions of adults who 
need/desire these services. 
Third, adult education can increase the efficiency of 
school utilization and maintain human resources re-
tained by the school system. In many school districts, 
particularly in the East and Midwest, declining student 
enrollments have become a common problem. Addi-
tionally, school buildings in the United States have 
never been used efficiently. Many stand empty a good 
deal of the time. This is especially true during the eve-
ning hours and during the summer months. Adults can 
make use of these idle facilities. Successful adult pro-
grams in recreation and/or education could save school 
closings and prevent the dismissal of some young, 
promising faculty. As a result , the taxpayers and the 
school system find themselves in a " win-win " situation . 
That is, the schools avoid some undesirable decisions 
related to facilities and staff, and the community offers 
more services to its residents. 
Another likely benefit for school districts with regard 
to adult education is the indirect economic benefits that 
could come to a community engaging in this activity. 
Studies linking education and economic returns are 
numerous. Since public schools partially rely on local 
taxation for support, it seems reasonable that a health-
ful and produ~tive economy within the school-district 
would be advantageous. Forward-thinking industries 
are attracted to lcoations where public service agen-
cies contribute to the quality of community life. Private 
enterprise also is interested in educational outlets that 
may be valuable to their employees. Accordingly, ex-
panded adult education opportunities may be a factor 
which helps to lure new industries to the community. 
A fifth attainable benefit of adult education in local 
public schools relates to the philosophical value placed 
upon education. Many educators complain that they 
encounter difficulty with children whose parents place 
a very low priority upon education . Involving parents 
in educational institutions, even if this involvement is 
recreational in nature, can change attitudes. Research 
on effective schools reveals how children are stimulat-
ed by teachers and administrators who exhibit that they, 
too, are learners. It seems reasonable that parents who 
exhibit that lifelong learning is essential will have, at 
least circuitously, an effect on their children's attitudes. 
Children who view their parents going to school are like-
ly to see their own education as being more important. 
The sixth promise of adult education entails account-
abil ity. In recent years, taxpayers have been demand-
ing more information regarding the expenditures of 
public funds and, more importantly, the effectiveness 
of these expenditures. The average citizen looks at oth-
er public agencies such as the postal service and pro-
jects his negative perceptions to virtually all govern-
mental agencies. He asks why services diminish when 
costs increase. Imaginative school administrators are 
seeking avenues to disestablish these negative per-
ceptions. Of the limited opportunities to provide addi-
tional services, adult education stands out as one of 
the most cogent. 
Obviously, these six promises do not constitute an 
exhaustive listing of conceivable benefits. School ad-
ministrators are quick to point out that not all outcomes 
resulting from increased allocations to adult education 
may be positive. For this reason , it is judicious to weigh 
contingent pitfalls. 
Potential Pitfalls 
Many school administrators complain about the re-
curring practice of requiring the public schools to do 
more (often through state or federal legislation) with-
out providing necessary resources to fund adequately 
the added responsibilities. This complaint usually is ac-
curate, and therein lies one potential problem for school 
districts considering greater efforts in adult education 
- adequate funding . Well-managed school districts or 
districts with unusual fiscal circumstances may suc-
ceed in providing expanded adult programming; but in 
doing so, they may be raising the public 's expectations 
for all public school systems. Taxpayers are prone to 
look at success stories; and without sufficient analysis 
of unique circumstances, they develop generic expec-
tations for all like institutions. Additionally, the district 
that offers some programming may be expected to con-
tinue to proliferate those services. The school system 
that ventures into adult programming does take a lim-
ited risk. That risk relates to whether or not the district 
in the long term will have the fiscal resources to sat-
isfy the publ ic's needs, desires, and expectations once 
it enters this market. By whetting the appetite of tfle 
community, the school district may find it doesn't have 
the resources to satisfy the hunger. 
A second potential problem with adult programming 
for pre-collegiate publ ic schools entails the quality of 
instruction. If viewed simply as a public relations ploy, 
adult education may not be planned and operated in 
an appropriate manner. If viewed simply as a means 
to allow certain faculty to earn additional salary, polit-
ical considerations will outweigh instructional ques-
tions , resulting in low program quality. If viewed sim-
ply as a dumping ground for poor teachers, the pro-
gram is apt to create more public dissatisfaction than 
support. Many noneducational benefits of adult edu-
cation , e.g. , political support and increased local fis-
cal support, are probably not achievable if quality con-
trol is abused. Adult enrollees may view personal neg-
ative experiences with teachers as evidence of the low 
quality of instruction in the entire school system. To 
avoid this pitfall, the school system must have access 
to expertise which will allow it to make appropriate de-
cisions about curriculum , instruction , and faculty selnc-
tion . Administrators ought not to fall prey to the assump-
tion that educational decisions for adults are no differ-
ent from the decisions the district already makes for 
preadults. 
When a public agency opens its operations to involve 
a larger segment of the community, it increases the po-
tentiality of conflict. That is , greater amounts of con-
tact with the public produce situations where differen-
ces in values, perceptions, and the like are apt to sur-
face . This likelihood constitutes a third problem. Al-
though some forward-thinking school systems would 
welcome conflict situations as opportunities to institute 
change, far more school districts remain relatively 
closed operations which avoid large measures of pub-
lic intervention. Theorists advocate that conflict is 
neither good nor bad . Its ultimate value depends upon 
the effectiveness of management. For example, ex-
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panding operations into adult education will increase 
the school system's contact with the public. For school 
systems not capable of managing effectively the out-
comes of this increased contact, the adult program-
ming could prove to be a burden. Countless hours will 
be spent in committees, raising levels of frustration. By 
contrast, the positive management of this conflict could 
result in program improvement and increased public 
support. This occurs because positive management uti-
lizes conflict resolution methods designed to bring 
about desired change. 
Concluding Remarks 
There are myriad benefits and some pitfalls which 
local public schools need to consider when pondering 
the question of expanded operations in the area of adult 
education. At a time when fewer and fewer taxpayers 
in many communities have a vested interest in the pub-
lic schools and at a time when the country is accept-
ing the notion of lifelong education, it seems advant-
ageous for local schools to enter this market (or to in-
crease efforts in this market). 
Although there are potential problems, these pitfalls 
are avoidable. Hopefully, funding will become an ob-
solete concern as state legislatures and local taxpay-
ers come to accept lifelong education as a proper ac-
tivity for public schools at all levels. As school systems 
gain expertise in the field of adult education and con-
flict management, the other major pitfalls also are like-
ly to diminish. 
The proliferation of adult education in American so-
ciety has placed local school districts in a somewhat 
competitive situation. Most communities are expecting 
more public services. This includes expanded servic-
es from the local public schools. Failure to produce de-
sired programs may further erode public confidence 
and support. Thus, the time to weigh the potential ben-
efits and pitfalls is now. Those who ignore this issue 
may find that their ability to be competitive in this mar-
ket will diminish markedly over the next ten years. 
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As a field of both social practice and academic study, 
adult education is continually challenged to respond to 
permutational needs in society. The promise and at-
tendant responsibility of adult education have contrib-
uted to the fact that the field has long been regarded 
as an "emerging" contemporary profession . While the 
central concern of adult education remains the prag-
matic educational development of mature persons, 
there exists an ever present need for new approaches 
toward understanding the proactive and reactive effects 
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of the field on one of society's major institutions -
higher education. 
This article examines adult education from the per-
spective of American colleges and universities. Of par-
ticular significance in this regard are the unique and 
changing characteristics of adult learners, adult-cen-
tered institutional operating principles, technological 
trends and their related implications, and several points 
of tension between conventional and entrepreneurial 
higher education operations. In conclusion, a series of 
basic, yet seldom practiced, interventions intended to 
render colleges and universities more competitive for 
adult learners is offered. 
The future of higher education in relation to adult 
learners is not preordained. The acceptance of lifelong 
education is altering attitudes about the purposes and 
functions of private and public colleges. Some schools 
have already instituted significant change designed to 
serve adults. More colleges are taking a cautious ap-
proach. To better understand the present and poten-
tial future of adult education in colleges and universi-
ties, a discussion of the adult learner is relevant. In par-
ticular a brief comparison of the adult learner to the 
"traditional" college student is helpful. 
Characteristics of Adult Learners 
The adult learner can be described as "any adult who 
engages in some type of activity, formal or informal, 
in the acquisition of knowledge or skills in an exami-
nation of personal attitudes, or in the mastery of be-
havior" (Hiemstra, 1976, p. 39). The most widely used 
approach toward characterizing the adult learner con-
siders motivation for learning. 
Houle (1961 ), in an important study of the reasons 
why adults participate in learning activities, has iden-
tified three major categories of learners. These cate-
gories are differentiated on the basis of not only mo-
tive, but also outcome. 
Adult Learner Orientation 
Category Motive Outcome 
Goal-
Oriented Specific Goal Achievement Personal Accomplishment 
Activity-
Oriented Social Interaction Personal Enjoyment 
Learning-
Oriented Knowledge Acquisition Personal Growth (pp. 18-25) 
The utility of any orientation to the characteristics of 
the adult learner lies in its educational application. 
Without the capacity to traverse the gulf between the-
ory and practice, such characteristics are meaningless. 
Knowles (1973) draws a direct relationship between 
learning theory and educational implication and dif-
ferentiates between the adult learner and younger 
students. 
Characteristics of Adult Learners 
Self Concept: The adult learner sees himself as ca-
pable of self-direction and desires others to see him 
in the same way. In fact, one definition of maturity is 
the capacity to be self-directing. 
Experience: Adults bring a lifetime of experience to 
the learning situation. Youths tend to regard experi-
ence as something that has happened to them, while 
to an adult, his experience is him. The adult defines 
who he is in terms of his actualization. 
Readiness-to-learn: Adult developmental tasks in-
creasingly move toward social and occupational role 
competence and away from the more physical devel-
opmental tasks in childhood. 
A problem-centered time perspective: Youth thinks 
of education as the accumulation of knowledge for use 
in the future . Adults tend to think of learning as a way 
to be more effective in problem solving today. 
Implications for Adult Learners 
A climate of openness and respect is helpful in iden-
tifying what the learners want and need to learn . 
Adults enjoy planning and carrying out their own 
learning exercises. 
Adults need to be involved in evaluating their own 
progress toward self-chosen goals. 
Less use is made of transmittal techniques; more of 
experiental techniques. 
Discovery of how to learn from experience is key to 
self-experience. 
Mistakes are opportunities for learning. 
To reject adult experience is to reject the adult. 
Adults need opportunities to identify the competen-
cy requirements of their occupational and social roles . 
Adult readiness-to-learn and teachable moments 
peak at those points where a learning opportunity is 
coordinated with a recognition of the need-to-know. 
Adults can best identify their own readiness-to-learn 
and teachable moments. Adult education needs to be 
problem-centered rather than theoretically oriented. 
Formal curriculum development is less valuable than 
finding out what the learners need to learn . 
Adults need the opportunity to apply and try out learn-
ing quickly. (pp. 184-185) 
Adult part-time learners are often referred to as non-
traditional students in the context of higher education. 
While this status discriminates between young adults 
who are full-time students in residence, it also connotes 
a sort of second class educational citizenship which is 
typically reinforced by the quantity and quality of relat-
ed support services for such people. If the "tradition-
al/non-traditional" status is at all based upon student 
volume, the future represents a major change. From 
a demographic perspective alone, non-traditional stu-
dents represent the single largest body of higher ed-
ucation clientele. This situation prompts a re-exami-
nation of some of the fundamental conventional high-
er education practices. Several of these conventions 
are addressed below. 
Conventional Practices 
Conventional practices in higher education often 
present barriers to adult programming. Several of the 
more obvious barriers are addressed as follows: 
Motivation 
American colleges and universities are largely 
geared toward completion of a degree or some other 
similar measure of certification as the practical and 
symbolic culmination of study. Both institutions and 
students calculate the utility of programs and courses 
based upon their contributions to degree completion. 
Even after graduation, students and prospective em-
ployees concentrate their attention on diplomas. 
Adult learners, typically, are concerned primarily with 
some precise pattern of knowledge-acquisition and/or 
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skill development. Such artificial educational symbols 
as degrees, majors, and cognates are considered less 
important than the satisfaction of highly individual and 
personal needs. Moreover, adults tend to remain in-
volved only as long as they feel such needs are actu-
ally being met. Thus, motivational differences are 
noteworthy. 
Location 
The location of collegiate activities is also important. 
Higher education today remains largely campus-bound. 
While great studies have been made in outreach, e}(-
tension , and public service programming , the obvious 
centers of activity are college and university campuses. 
It is at such locations where instructional personnel , 
residential and educational buildings, equipment, sup-
port services, libraries, and therefore, students are con-
centrated. It seems axiomatic that, if an individual de-
sires to participate in higher education , he/she goes to 
the campus. 
From the adult learner perspective, people cannot 
go to a college or university campus for an extended 
period . Employment and family obligations often pro-
hibit conventional participation. Furthermore, for rea-
sons to be examined later, those individuals who are 
interested in higher education should have equal ac-
cess to opportunities to participate regardless of their 
location. 
Experience 
As mentioned earlier, experience is the most obvi-
ous distinguishing factor between people who attend 
colleges and universities immediately after high school 
and adult learners. This experience typically involves 
employment and active participation in some or sever-
al social groupings. Such experience also serves to 
confirm or refute formal learning to date and provides 
additional pragmatic education. Experience within the 
context of higher education is often not recognized or 
utilized in any meaningful way. Beyond what individ-
ual instructors do to use the experience of students in-
structionally, higher education institutions seem to as-
sume that all students must begin and end at the same 
point. Even though experiences can often be qualified, 
quantified, and verified , they are seldom acknowledged 
institutionally. 
Learning Configurations 
If there is one single striking feature which exempli-
fies the whole of higher education it is standardization . 
Purposes, curricula, and course content are stand-
ardized to an amazing degree. Instructional personnel 
are hired most often based upon standard credential 
requirements. Even time, in terms of course and pro-
gram length, and scheduling, is standardized. Those 
who would inquire seriously into the basis for such 
standardization may be surprised to find institutional 
convenience as an all too common consideration in 
such matters. 
With adult learners, the standardization which char-
acterizes conventional higher education does not work 
well. In addition to highly individualized learning mo-
tivations and orientations, their daily schedules are 
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equally as diverse and complex. To be effective for 
adults, higher education must not only be flexible, but 
willing to use time, facilities, personnel , support ser-
vices, and content in new and different ways. The guid-
ing considerations in such deployment must always be 
learner needs. 
To portend that American colleges and universities 
will always be insensitive to and inconsiderate of adult 
learner needs would be misleading. In fact, quite the 
converse is the case. For those institutions which 
choose to think and behave creatively, operate entre-
preneurially, and employ technology thoughtfully, the 
" non-traditional" students of the past could well be-
come the traditional students of the future. 
Current Trends and Technologies 
Fortunately, for those institutions of higher education 
which are flexible in their attitudes toward outreach, the 
need to extend higher learning coincides with the avail-
ability of new and existing technologies which will en-
able them to do just that. Televised classes by means 
of satellite, uplink/downlink statewide networks of tele-
vision in combination with audio interaction, and long 
distance computer instruction are a few methods which 
some colleges and universities are using to serve stu-
dents who, only a few years before, were isolated. 
Active duty mil itary personnel, whether on board the 
Navy's ships, or in the alert facilities of Strategic Air 
Command, or simply restricted to an Army post for long 
periods of time, can now have these new educational 
opportunities available. Men and women incarcerated 
in prisons can earn college credit , even degrees, by 
study via television and computer. 
Employees in industrial plants, who work shifts oth-
er than eight to five , have also been virtually left out 
of the planning process. What higher education all too 
often considers " odd" working hours is often a way of 
life to millions of Americans. Using these electronic 
tools in new ways, higher education can deliver a col-
lege class to people at 1 :00 in the morning as easily 
as at 9:00 in the morning. Health care professionals, 
teachers, farmers, engineers, and a hundred other 
groups within the working population can gain access 
to the products of colleges and universities, either for 
credit or no credit, without ever leaving their jobs. 
Obviously, capability does not equate to availability. 
In order to utilize fully the modern technologies, a col-
lege faculty and administration must take a few invest-
ment risks, both in human and fiscal resources. They 
must also do some re-evaluating of the purposes and 
goals of higher education , especially for the state-
supported institutions. 
The Risks of Change 
If colleges and universities do adopt a commitment 
to outreach , there are some real concerns attached to 
that commitment. A school can choose to be active or 
passive; extension programs can be created and made 
available, but not aggressively marketed or even 
advertised. 
Unfortunately, given the current competitive nature 
of Continuing Education, a passive approach to adult 
education will , in all probability, mean failure. An ag-
gressive entrepreneurial attitude can benefit both the 
institution and part-time student; however, this attitude 
may become a concern for faculty and administration. 
The primary consideration is the maintenance of high 
standards. Regional accrediting associations vary, 
ranging from a general statement that if a university 
or college receives accreditation on its main campus, 
its outreach programs are automatically approved, to 
a clearly defined set of quality controls (e.g., the South-
ern Association 's Standard Nine). National collegiate 
organizations have also addressed this issue. The Na-
tional University Continuing Education Association, rep-
resenting virtually all of America's major universities, 
publishes a compilation of principles of good practice 
utilized by the various governing bodies of both con-
sumers and suppliers of adult and continuing educa-
tion . Ultimately, each institution will have to judge 
whether it is possible to maintain what it considers to 
be high standards if it chooses to take an aggressive 
approach to extension. 
Another important concern of most public institutions 
is state control of extension efforts. In the past several 
years, the growth in numbers of state agencies creat-
ed to govern off-campus credit classes has been phe-
nomenal. If the schools now begin to extend their ca-
pabilities in other fields, like computer technology, eco-
nomic development, and industrial technology, it is 
clear that even more state rules and regulations will be 
established. The question remains, perhaps in micro-
cosm, whether competition in the marketplace or gov-
ernmental rule-making best serves the consumer. Per-
haps it is time for state governments to ease their stran-
glehold on the creation and marketing of new ideas 
by higher education and let the consumer decide which 
product or service to buy. If they do not, the univer-
sities cannot be blamed for preferring to remain insular. 
One other major concern , probably the most painful 
of all for institutions of higher education, must be con-
sidered. In order to respond aggressively to the chang-
ing learning needs and demands of adults, colleges will 
have to re-evaluate some of their more treasured ten-
ets. Can tenured faculty who insist on teaching as if 
all students were eighteen-year-old freshmen be tol-
erated in tomorrow's colleges? 
Other key issues which merit attention are admis-
sion standards, values regarding " cost-effectiveness," 
and flexible standards regarding instructional delivery 
systems. As colleges and universities adopt an aggres-
sive campaign of continuing and adult education there 
are valuable lessons about cost-effectiveness to be 
learned from private industry and the military. Altera-
tions typically are expensive. Nevertheless, higher ed-
ucation is becoming a competitive arena. 
Some Strategies for Higher Education to 
Become More Attractive to Adult 
Part-Time Students 
Assuming that attracting more adult students is 
worthy of consideration , the following strategies for ef-
fecting that change are offered. Some of them will be 
relatively easy to promulgate, and others will be an-
athema to the more traditional institution . 
1. Provide More Flexible Entrance Requirements 
In spite of the strict limitations placed upon schools 
by national accrediting bodies, it is possible to ease en-
trance requirements so that higher education is more 
accessible to the part-time learner. Many barriers to 
admission, especially to graduate schools , seem arti-
ficial. What is the justification, for example, for denying 
admission to an MBA program to the fifty-year-old small 
business executive solely on the basis of his thirty-
year-old baccalaureate degree performance? Selective 
retention rather than selective admission is more co-
gent to meeting adult needs. 
2. Earmark Financial Aid for Part-Time Students 
Although the pattern of governmental allocations of 
educational benefits seems to indicate otherwise, it is 
frequently a fact that adults who are engaged in full-
time pursuits other than education need financial aid 
to accomplish their educational goals. Today's home-
maker, for example, may be able to manage a home 
on a limited budget, but can find little or nothing left 
over to meet the cost of higher education. The em-
ployee of a small factory which provides no education-
al incentive or benefits, and who earns a limited in-
come, is virtually shut off from ever going to college. 
In a recent study of educational priorities, a blue-
ribbon commission recommended that more federal 
grant monies be made available to the nation 's colleg-
es and universities to create new programs for adults. 
This recommendation seems to have caused consid-
erable consternation among some factions of the ed-
ucational leadership. Recognizing the constant need 
for new programs for adult learners, these leaders 
pointed out that there were already thousands of ex-
isting programs and what was really needed was easier 
access. Instead of committing our limited resources to 
creating new programs, why not, they asked, channel 
most of that money into financial aid packages for part-
time students? 
3. Extend the Support Services Off-Campus 
To offer off-campus classes and programs is para-
mount, but we must also deliver the support services 
which are necessary to achieve educational goals. Stu-
dents off-campus need the same information (e.g. , stu-
dent financial aid, admissions, curricular options and 
requirements) provided to on-campus, regular students. 
Likewise, effort is needed to assure that off-campus 
instruction is quality instruction. Relegating these as-
signments to the worst professors and relying heavily 
upon adjunct faculty are actions which make quality 
control virtually impossible. Finally, technology ought 
to be utilized to bring the resources of the campus to 
off-campus sites. Technology could allow library utili-
zation and similar activities which heretofore have been 
serious debilities of off-campus instruction. 
4. Delete the " Second Class " Label for Non-Credit 
Work 
While the need for colleges to offer credit classes 
leading to some type of formal degree or licensure pro-
gram will probably always exist for a minority of the 
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population, higher education must face the fact that the 
vast majority of learning taking place in America is 
non-collegiate in nature. 
An attitude change must be encouraged for the pro-
fessor who insists that a class in his or her specialty 
with six students take precedence over a non-credit 
seminar in genealogy with fifty students. Higher ed-
ucation must open its doors to informal non-credit 
learners, if for no other reason than financial survival. 
At the same time, it must provide these students with 
the emotional support to insure that their educational 
successes will not be tarnished by a second class label. 
Throughout this article the authors have attempted 
to portray the nature of the adult learner, examine sev-
eral prevalent higher education operating principles 
and point a direction for higher education-based adult 
education programs and services. It should be immi-
nently clear that adults, from an educational perspec-
tive, are different and require treatment that differs from 
that provided for more traditional higher education 
clients. It should also be clear that colleges and uni-
versities will have to take risks and institute change to 
serve adults effectively. Then and only then will there 
be a future for higher education in relation to the adult 
learner. 
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# 186. He is Director of the Law-
rence Adult Education Center in 
Springfield. 
What does it take to be a national Award Winning 
Adult Education Program? What factors result in suc-
cess? The answers prevail in the design of an Illinois 
educational program that is the epitome of adult ed-
ucation quality! 
The Springfield, Illinois Lawrence Adult Education 
Program was recently awarded one of the highest 
honors in the nation. After an extensive review and 
rigorous selection process, the United States Depart-
ment of Education selected the Springfield program 
as the distinguished "Outstanding Adult Basic Educa-
tion Program" in one of ten regions in the United 
States. The program was recognized as an exemplary 
24 
Marilyn A. Kushak is Director, 
Region IV Career Guidance Cen-
ter, Springfield, Illinois School Dis-
trict # 186. Formerly, she served 
as the Placement and Public Re-
lations Director for the Lawrence 
Adult Education Center. 
national model on the merit of its holistic approach in 
assisting adults in overcoming illiteracy, its effective-
ness in delivering basic education, and its accom-
plishments of placing people in the job market. David 
Bowell, regional representative for the United States 
Department of Education, who presented the national 
award stated: "Centers like Lawrence are exemplary 
in providing quality service to those who have been left 
out of the mainstream for whatever reason." 
The practical, action-oriented strategies that attract-
ed the attention of the U.S. Secretary of Education's 
Award Selection Committee are revealed in the follow-
ing "Blueprint": 
1. Open Entry/Open Exit Enrollment. Timing is every-
thing with many adults who need their educational 
needs met at a specific time - not when the tra-
ditional educational system schedules the begin-
ning of a new semester. The open entry/open exit 
structure assures the opportunity for a student to 
enroll on any given day as well as the privilege to 
terminate on any day the class requirements have 
successfully been completed. This system is con-
ducive to the needs of non-high school graduates, 
the economically disadvantaged.unemployed youth 
(whose education has been interrupted), and sen-
ior citizens. It provides Adult Basic Education (ABE), 
General Educational Development (GED), English 
as a Second Language (ESL), and vocational class-
es that are immediately responsive to working 
adults' unique situations. In addition , classes are 
offered, non-stop, for the students' convenience 
-day or night - Monday through Friday (some-
times Saturdays) July 1-June 30. 
2. Individualized Instruction. Motivation is a key to 
success for adults . Students tend to be more in-
spired by advancing at their own pace. All Adult Ba-
sic Education (ABE), Adult Secondary Education 
classes, and selected vocational classes are avail-
able in an individualized instruction mode. This 
method of instruction enables students to progress 
at their own level of ability. Students may remain 
in classes as long as satisfactory progress is being 
made and/or until their educational and/or occupa-
tional goal has been reached . The bottom line is 
adult education needs to be in the business of teach-
ing people - not books. 
3. Support Services. 
Transportation: Classes are only as valuable as 
they are accessible. Transportation is provided both 
day and evening on a regional basis and between 
training-site locations. All buses are operated by 
trained certified drivers - usually former adult stu-
dents. 
Child Care: The dilemma of child care is no longer 
a barrier. The Adult Education Child Care Program 
is licensed by the Illinois Department of Children and 
Family Services. It provides a curriculum, recrea-
tion, and food services for children ages two and 
three as well as a separate division for four and 
five-year-olds. Happiness is a family attending 
school together! 
Counseling: To better provide adult students with 
the best avenue to reach their potential, each stu-
dent is assessed at registration time to determine 
proper educational placement. Students receive 
guidance related to relevant classes, enrollment 
procedures, school rules and regulations, and iden-
tification of educational and occupational goals. 
4. Pre-employment Guidance. Many adult students 
have had to overcome multiple obstacles. There-
fore , they find it frustrating and difficult to identify 
and communicate their strengths, positive accom-
plishments, and skills relative to local job opportu-
nities. As a result, a pre-employment curriculum 
was developed and specifically designed to appeal 
to the specialized needs of adult education students. 
The curriculum targets self-assessment, the value 
of work preparation for job-seeking, the job-inter-
view, job-survival , and human relations . A positive 
attitude is a thre,ad that runs deep in the fabric of 
the materials involved. The resource is very flexible 
and can be used in a class situation , small group 
counseling, or individual guidance. The curriculum 
is kept current through printed, audio-visual , and 
software resources available at no cost from the Re-
gional Career Guidance Center. 
5. Community/Adult Education Partnership Effort . 
Adult educators in the classroom as well as guid-
ance personnel must be sensitive to the competi-
tive nature of the employment expectations that 
await their students. This reality should be ad-
dressed when attempting to integrate practical em-
ployment tips into the classroom. Adult educators 
so often experience employers who continue to re-
spond that students are not being trained to meet 
their requirements. Therefore, the Lawrence Adult 
Education staff and administration turned the tables 
on local employers with sincere determination and 
positive tenacity. They sought employers who would 
share the realities of the preparation expected from 
potential employees. A group of 25 key employers, 
from the private and publ ic sector, were selected 
and ultimately composed the Adult Education 
WORKING Advisory Council. The group identified 
the skills required by their clerical employees. (This 
method of employer 's input could be used to target 
any occupational area, not only clerical.) Further, 
the Advisory Council set the minimal acceptable skill 
level. The input was taken seriously by the adult ed-
ucation instructors and resulted in an adult educa-
tion validation test and certification process 
achieved in the classroom setting. On the basis of 
this partnership effort, the adult education job 
placement statistics escalated at a time when un-
employment figures peaked . As a result , the Law-
rence Adult Education Program was recognized by 
the U.S. Department of Education as an outstand-
ing regional program in vocational education . The 
Lawrence program was chosen based on its collab-
orative effort between business and education. As 
described above, this innovative partnership pro-
vided relevant education, assessment validation, 
and jobs. The regional honor preceded the Center 's 
national award by one year. 
6. Job Placement. As described earlier, the key to the 
success of adult education students securing em-
ployment is linked to the pre-employment curricu-
lum as well as guidance available that assists stu-
dents in obtaining the skills and confidence to seek 
employment and " PLACE THEMSELVES" into 
employment. The Employer Validation Certificate 
earned by most students not only provides a newly-
discovered confidence level on the part of adults but 
also generates interviews from employers who pre-
viously had not been cooperative or interested. The 
Job Placement Coordinator provides comprehen-
sive assistance but encourages enthusiasm and in-
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dependence on the part of the job seeker. 
7. Standardized Exit and Follow-up Model. In 1982, 
an Exit and Follow-up assessment Model was de-
veloped and implemented at the Lawrence Center 
through a 310 Special Project Grant. This proce-
dure provides collective data resulting in tangible 
evidence that fully explains the positive impact on 
society and cost-effectiveness of Adult Education. 
Taxpayers deserve to know that their "pocket 
change" taxes going toward adult education is a 
wise investment. In addition, federal and state leg-
islators and local education agencies consistently 
require follow-up data to justify their support for adult 
education. The follow-up model has served as a 
credible accountability tool. It revealed that every 
dollar invested in this program represents $2.00 in 
savings to taxpayers that are returned to the econ-
omy by literate and gainfully employed adults. 
8. Marketing Adult Education. Two important ele-
ments in the overall success of adult education are 
(a) recruiting students and (b) enlisting the coop-
eration and interest of employers in addition to the 
community-at-large. This is achieved by promoting 
adult education awareness and sensitivity relative 
to the value and increasing impact on the local 
community. The positive image of adult education 
is accomplished through a marketing and public re-
lations plan. Visibility and responsiveness are en-
hanced significantly by orchestrating the following 
diversified promotional strategies: 
(a) Developing and disseminating creative, infor-
mative brochures 
(b) Establishing personal contact with radio, tele-
vision , newspapers, and a billboard company 
(c) Creating ten and thirty-second television and ra-
dio messages 
(d) Providing a slide of the adult education logo for 
television and newspapers 
(e) Inviting newspeople and reporters to visit the 
adult education program (always prepared to 
identify the unique qualities and results of the 
program) 
(f) Developing a colorful Billboard Campaign 
(g) Writing adult education success articles for 
publication 
(h) Creating a slide presentation depicting former 
students who are successfully employed and 
using it positively to expose adult education 
to community organizations and government 
agencies. 
Success has clearly been the result of a team effort. 
on the part of pacesetting, enthusiastic, and com-
mitted administrators, teachers, and support staff. 
Their Blue Ribbon "Blueprint" approach has increased 
the number of adults returning to school for the pur-
pose of acquiring basic and vocational skills. For the 
first time, deserving individuals are being given a sec-
ond chance to earn the opportunity to become em-
ployed and establish a meaningful career as a produc-
tive member of society! 
AACTE Annual Meeting 
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BOOK REVIEW ... 
Worlds Apart: Segregated Schools 
Northern Ireland. 
by Dominic Murray. Salem, New Hampshire: Salem House, 1985. 
Reviewer: Robert N. Barger 
Dr. Dominic Murray was a Distinguished Visiting Professor at Eastern Illinois University from July 
11 through July 14. He taught a workshop on " Education and Social Conflict" and presented a public 
lecture on the relation of schooling to the recent violence in Northern Ireland. 
Dr. Murray received his doctorate from the University of Ulster in his native Northern Ireland. 
He is presently a Statutory Lecturer in the National University of Ireland at University College in Cork, 
Republic of Ireland. 
Robert N. Barger is Professor of Education at Eastern Illinois University. His teaching and re-
search interests are in the area of Educational Foundations . 
The title of this book, originally published in North-
ern Ireland, might be a bit misleading to the American 
reader. The book actually deals with religious, rather 
than racial, segregation. However, the book travels well 
in that its findings and recommendations are applica-
ble to the American, as well as to the Irish, experience. 
The author - a Northern Irish Catholic presently 
teaching at University College, Cork, in the Republic 
of Ireland - has conducted six years of research on 
segregated schools in Northern Ireland. Recently, he 
engaged in a half year of participant observation in a 
Northern Irish Catholic school , and a half year of sim-
ilar observation in a Northern Irish Protestant school. 
(The sociological research technique of participant ob-
servation is extensively - and interestingly - docu-
mented in an appendix to the book. It is a technique 
fraught with dangers for objectivity, but Murray- keen-
ly aware of his biases - has successfully avoided 
them.) Based on his observations in the two schools, 
Murray gives us a first-rate phenomenological analy-
sis and interpretation of segregated schooling. 
Most Americans have no need of reports of violence 
in Northern Ireland to understand that there are two dis-
tinct, and quite antipathetic, communities there. What 
they may be unaware of, however, is the role that 
schooling plays in contributing to the gulf between 
these communities . For instance, Murray describes 
Protestant schools as promoting a Protestant religious 
identity, a British Unionist political allegiance, and a set 
of English/Scottish cultural attitudes. On the other 
hand, he portrays Catholic schools as promoting a 
Catholic religious identity, an Irish Nationalist political 
allegiance, and a set of historically Irish cultural atti-
tudes. 
Murray suggests that not only do these two separate 
types of schools promote their own distinct, and in a 
sense "self-fulfilling" sets of values, but perhaps more 
importantly, they each nourish stereotypes about the 
character and purposes of the other type of school. 
Thus, both Catholic and Protestant schools subtly re-
inforce their students' home education and uncon-
sciously prepare their students for a contentious rela-
tionship with the opposite group in their society. 
Murray notes several national situations where seg-
regated schools have worked out successfully, and thus 
argues that segregated schools are not intrinsically di-
visive. He comments that, in America, Black students 
were historically excluded from White schools and that 
Black and White schools were not only separate but 
unequal in their educational potential. " Nonetheless," 
he says, "it would seem that imposition of integration 
(or busing) treats the symptoms of a problem rather 
than its cause" (p. 127). Rather than recommending 
integration as a solution for the conflict in Northern Ire-
land, Murray counsels, first of all, that there be more 
cooperation rather than divisive competition between 
schools and, secondly, that there be a growth in toler-
ance and sensitivity by making students in one type of 
school more aware of the differing values held by the 
students in the other type of school. 
In concluding his study, Murray reminds us that his 
approach to the thorny issue of segregated schooling 
has been more descriptive than prescriptive . Solutions, 
he suggests, must come from people themselves rath-
er than from any book. Murray's aim is "simply to pro-
vide the mirror in which we might view ourselves" 
(p. 135). His mirror casts reflections worth pondering 
by readers on both sides of the Atlantic . 
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